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ABSTRACT
The United States of America is inherently a pluralistic society composed of various
groups of immigrants. As scholars (Camarota & Zeigler, 2016; Gibson, 1998) state, the number
of immigrant children accounts for 20% of the total number of school-age children. Despite all
attempts to provide the best education to such a great number of immigrant students, the
achievement gap between immigrant and non-immigrant students still exists (Baum & Flores,
2011; Rong & Preissle, 2008). Some scholars (e.g., Ramos & Sanchez, 1995) have proposed that
the key factor for immigrants to be successful in the United States is to adapt to the American
culture and norms. Neoliberal educational policies reinforce such a belief.
Using Critical Race Theory (CRT) as the framework, this study explored the impacts of
immigrants’ acculturation patterns and processes on their success in higher education. The focus
was on 1.25-generation immigrants, i.e., immigrants who were between 13 and 17 years old at
the time of arrival in the United States. Among all types of immigrant children, 1.25-generation
immigrants are more likely to show resistance towards cultural shift (Rumbaut, 1998); therefore,
conducting this research with 1.25-generation immigrants provided an opportunity to explore the
impacts of acculturation patterns on academic achievement of immigrant children who were
most likely to maintain their origin culture.
This research started with four questions: (a) How do acculturation patterns and processes
of 1.25-generation immigrants affect their success in higher education?, (b) How have 1.25generation immigrants’ cultural values changed after immigration?, (c) How does 1.25generation immigrants’ resistance to cultural shift affect their success in higher education?, and
(d) How do 1.25-generation immigrants’ educational experiences in the United States differ due
to gender?
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For this study, a qualitative multiple case study was used. This research had three phases:
an introductory phase during which participants learned about the purpose of the research and the
researcher’s connection to the study, an interview phase in which participants were asked about
their cultural and educational experiences in the United States, and a member-checking phase
during which participants learned about the implications of the study and were asked to share
their thoughts about the accuracy of the findings.
Four major themes were constructed from analyzing the transcribed data: (a) additive
linguistic acculturation, which referred to the cultural funds of immigrants as valuable assets; (b)
cultural incorporation and integration, which illustrated the general pattern of acculturation
among the majority of the participants; (c) conformist resistance, which referred to the
participants’ type of resistance towards American culture; and (d) discrimination relativity,
which referred to the participants’ perception of discrimination in the United States.
A detailed analysis of the findings provided four possible answers for the research
questions: (a) patterns of acculturation did not have any major effect on the participants’
academic success; (b) although acculturation patterns of the majority of the participants had
moved towards integration, the individuals’ differences were noticeable; (c) a conformist type of
resistance to adopting the culture of the host country did not have major impacts on immigrants’
academic success; and finally, (d) the majority of the participants had either experienced or
witnessed gender discrimination; however, many of them did not recognize it because of
discrimination relativity, liminality, covert vs. overt discrimination, privilege, or fugitive culture.
Keywords: acculturation, higher education, neoliberal educational policies, 1.25generation immigrants, third-wave Iranian immigrants, unistructure model of acculturation,
discrimination relativity, involuntary immigrants
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CHAPTER ONE: RATIONALE
“We need to help students and parents cherish and preserve the ethnic and cultural diversity that
nourishes and strengthens this community - and this nation.”
— Cesar Chavez
Introduction
According to a report released by the U.S. Census Bureau, the U.S. population is
323,127,513 as of July 1, 2016; minority groups, totaling 100.7 million individuals, constitute
almost one-third of this population. It is estimated that the U.S. population will reach 398 million
in 2050 (Colby & Ortman, 2015). As Colby and Ortman (2015) note, Americans of European
descent comprise a rapidly decreasing share of the U.S. population; while minority groups,
including immigrants, form a relatively large and ever-growing community in the United States.
As scholars (Camarota & Zeigler, 2016; Gibson, 1998) state, the number of immigrant
children accounts for 20% of the total number of school-age children. Providing the best
education to such a great number of immigrant students has always been a challenge. Some
scholars believe that one of the key factors for immigrants to be successful in the United States is
to adapt to the American culture and lifestyle; therefore, immigrants’ acculturation trajectories
have been the core of many studies since the 19th century.
While some researchers argue that immigrants can select aspects of their acculturation,
others believe that demographic and contextual factors put limitations and constraints on the
process of acculturation (Chirkov, 2009). Sociologists and anthropologists (Portes & Rumbaut,
2001, p. 19; Stepick, Grenier, Castro, & Dunn, 2003) use the term context of reception to refer to
factors such as discrimination, marginalization, and lack of access to jobs or other social
resources that shape immigrants’ acculturation processes. Schwartz, Unger, Zamboanga, and
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Szapocznik (2010) expand the term to include support, help, respect, and encouragement that
immigrants receive from the locals (e.g., teachers, tutors, and counselors) in the host country.
Receiving such support may mitigate the negative effects of discrimination and of feeling
unwanted in the larger society (Suárez-Orozco, Suárez-Orozco, & Todorova, 2008).
Contexts of reception, however, are dynamic and change over time (Schwartz et al.,
2010, p. 16). For example, Middle-Eastern immigrants in the United States and Europe have
experienced more discrimination since the 9/11 attacks than they did before (Critelli, 2008).
However, acculturation is a complex phenomenon and the permutations among various factors
(e.g., age, gender, ethnicity, cultural similarity, and contextual variables) affect the ease or
difficulty of acculturation processes and the impacts of these processes on individuals’ education
(Schwartz et al., 2010, p. 5). In terms of higher education and rates of enrollment and graduation,
the gaps between immigrant and non-immigrant students still exist (Baum & Flores, 2011; Rong
& Preissle, 2008). In other words, although it may seem that the doors of American universities
are wide open to all, many minority group students (e.g. African Americans, Latinx, and MiddleEasterners) do not get the opportunity to pursue higher education for various reasons.
While some studies have found a relationship, whether positive or negative, between
degrees of acculturation and success in higher education, few studies (almost none) have
qualitatively explored the acculturation trajectories of U.S. immigrants. Consequently, there is a
research gap in the literature on the impacts of acculturation patterns and processes on U.S.
immigrants’ success in higher education. This chapter outlines the rationale for a study of the
impacts of acculturation patterns and processes on 1.25-generation immigrants’ success in U.S.
higher education. The assumption of this study is that 1.25-generation immigrants’ success in
higher education is directly or indirectly affected by neoliberalism and White supremacy, which
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have been constructed in the U.S. society and schools over time. Under that assumption, this
study strives to encourage policymakers, faculty, parents, and students, whether immigrant or
non-immigrant, to value the ethnic and cultural diversity that has strengthen the United States.
Personal Connection to the Study
My passion for helping immigrant children to understand the barriers to their academic
goals and helping them succeed in higher education has been the main rationale for conducting
the present research. As Iranian immigrants, my children and I have experienced such barriers
when pursuing our education in our host country, i.e., Canada. Having a Master’s degree in
Teaching English as a Second Language (TESL) with a GPA of 3.8 from a well-known
university in Iran, I expected to have no major problems pursuing a doctoral degree and finding a
job relevant to my field of study in Vancouver; however, everything went contrary to my
expectations. The University of British Columbia offered me admission as a second year
undergraduate student. Simon Fraser University, the only available alternative at that time,
allowed me to transfer more credits and offered me admission as a senior BA student. Therefore,
I decided to accept this offer; still, I had to pass five major courses in order to be eligible to apply
for a Master’s degree. I passed all courses with the highest grade and applied for an MA in
linguistics. In 2009, I graduated with a GPA of 3.93. After two unsuccessful applications for a
Ph.D. from both UBC and SFU, I decided to apply to three universities within the United States.
I received admission letters from the University of San Francisco and the University of NevadaLas Vegas. In Fall 2015, I started my doctoral program at the UNLV School of Education.
When immigrating to Canada, my daughter and my son were 18-years and 15-years old
respectively. Experiencing similar educational barriers to those of mine, both my children moved
to the United States, where they found more opportunities to build their future. My daughter has
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become a pediatric dentist. She not only has received the 2016 Richard C. Pugh Achievement
Award from the American Board of Pediatric Dentistry, which is given annually to the top 3% of
scores in qualifying examination, but also has received the R. Roche Award of Excellence for
obtaining the highest score on that exam. My son, a 1.25-generation third-wave Iranian
immigrant, obtained his BA in Psychology from the University of California – Irvine and has
received an admission to the Master’s program of the UNLV Department of Educational and
Clinical Studies.
My educational experiences, especially in Canada, convinced me that some countries are
not ready for accepting immigrants as they claim. Neoliberal policies adopted by many such
countries do not favor a multilingual/multicultural system of education and present barriers to
immigrant students’ success in higher education. However, the role of immigrants’ internal
characteristics (e.g., their motivation to succeed in education) should not be ignored. The
underlying rationale for this study was to examine how immigrants’ patterns of acculturation
might influence their success in higher education. The focus was on the impacts of acculturation
patterns on 1.25-generation third-wave Iranian immigrants’ success in higher education.
Working on decimal-generation immigrants, some scholars have investigated the impact
of age of arrival on decimal-generation immigrants’ academic achievement. Based on the data
obtained from African, White, Latinx, and Asian immigrants, Adebowale and Thomas (2010)
have found that among 1.75-, 1.5-, and 1.25-generation immigrants, the latter group are the least
likely group to obtain a Bachelor’s, Master’s, or doctoral degree (p. 14). However, they have not
furthered their study to find the underlying reasons behind this phenomenon. Other studies do
not even separate 1.25-generation immigrants from first generation immigrants, while the former
group’s highest degrees are accredited by American educational institutions, the latter group has
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completed all of their education in their country of origin. While 1.25-generation immigrants are
the largest group of immigrants in the United States, few studies have critically explored the
impacts of acculturation patterns on their academic success (Min & Noh, 2014).
Problem Statement and Background
This research began with an interest in a problem rooted in the inequalities and social
injustices caused by neoliberalism. While immigrants’ children account for approximately onefifth of school-age children in the U.S. (Camarota & Zeigler, 2016; Gibson, 1998, p. 615) and
providing these students with the best education has long been an issue in the U.S. educational
system, there is still an increasing achievement gap between immigrant and non-immigrant
students, especially when it comes to higher education (Baum & Flores, 2011; Rong & Preissle,
2008). Ladson-Billings (2006) reviews the factors creating the achievement gap between African
American and White, Latinx and White, and immigrant and White students and proposes that the
achievement gap between the White and non-White students is the result of various historical,
sociopolitical, and economic policies that have negatively affected minority group members.
Taylor, Gillborn, and Ladson-Billings (2016) also maintain that “the achievement gap between
Whites and children of color, or of immigrants, or the poor” is not a new problem, rather it is
“the expected outcomes of intentional policies and practices” (p. 6).
According to “the U.S. Census Bureau (2007), 47.6% of Mexican American students do
not graduate from high school, which is approximately 3 times the national average (16.1%)”
(Castillo, Lόpez-Arenas, & Saldivar, 2010). Also, while the national average for college
enrollment is 27%, only 8.6% of Mexican-American students enroll in college (U.S. Census
Bureau, 2007). In recent years, the college enrollment rate of Latinx students has raised (Fry &
Taylor, 2013); however, as Marrun (2015) states, there is still an achievement gap between
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White and Latinx students and data supports that despite the high rate of enrollment, the
graduation rate of Latinx students is lower than that of their White counterparts. Similar to the
members of other minority groups, there is an achievement gap between Iranian and White
students; however, there is not adequate statistical information about Iranian immigrants in
general, and Iranian students in particular.
While Iranians constitute a relatively large and growing community in the U.S., there is a
statistical gap in the literature regarding this community. I did not find any reliable information,
for example, on the number of Iranians in the United States, the number of Iranian school-age
children in the United States, or the number of Iranian students enrolled in and graduated from
U.S. colleges and universities. Obviously, one might become curious to see the reasons behind
this statistical gap. In order to find the underlying reasons for lack of statistical data about the
community of Iranians in the United States, I talked to an Iranian historian and author, Dr. Abbas
Milani, who is a professor of Political Science and the director of the Iranian Studies program at
Stanford University. Dr. Milani is also a research fellow and the co-director of the Iran
Democracy Project at Stanford University’s Hoover Institution. I also talked to many Iranians
including Allen Madanipour, an Information Technology analyst at San Jose State University,
College of International and Extended Studies.
It was revealed that there are at least four reasons behind the lack of adequate and reliable
statistical information about the Iranian community in the United States. The first and foremost
reason, as Mr. Madanipour states, is that Iranians are not recognized in the official governmental
documents. When filling out a university application, for example, Iranians do not know which
box they should check to indicate their nationality and ethnicity; they do not find any options
relevant. Participants of this study also confirmed this statement during their interviews.
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The second reason for lack of precise statistical information about Iranians who live in
the United States is that many Iranians hide their nationality probably because they feel they are
at an advantage when they hide their identity and their country of origin. Iranians believe that
when they hide their nationality, they are treated better and can feel more comfortable, especially
after the 9/11 attacks. While no evidence was found to connect Iranians to this tragedy, many of
them experienced discrimination, for example, at the airports. As a result, some Iranians feel
safer when they hide their nationality or identify themselves as Italian, Mexican, or any other
national group who have the same features. Some may even go so far as to misrepresent their
race and ethnicity or change their names in an excuse to make their names easier for Americans
to pronounce (Ansari, 2011; Maghbouleh, 2017).
The third reason for scarcity of information about Iranians who live in the U.S. pertains
to the age of the community and that Iranians need time to recognize the benefits of forming a
united community. Dr. Milani believes that the community of Iranians in the United States is a
relatively young community. Although Iranians have established a rich and educated community
in this country, they need time to find each other, build relationships with each other, and
develop a sense of belonging to Iranian-American community. Dr. Milani believes that,
compared to other community of immigrants, Iranians have made remarkable progresses within
this very short period; however, he confirms that there is not adequate statistical information
about Iranian students living in the United States.
Finally, the fourth reason there is not adequate data about Iranian immigrants in the U.S.
is that there have been very few persistent and continuous attempts to introduce this community
and to collect statistical information about the members. In fact, the attempts to connect Iranians
in a meaningful way have been only temporary, and usually last for a very short time. Some
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organizations (e.g., Public Affairs Alliance of Iranian Americans (PAAIA)) have tried to connect
Iranians together and make them recognize the importance of showing the magnitude of the
community in the United States, for example, for the purpose of elections. However, majority of
such organizations either have not collected precise statistical information about the community
of Iranians or have stopped working on such projects after a while for various reasons including
budget shortage or Iranians’ indifference. These four and probably more other factors have been
the underlying reasons for shortage of statistical information about the number of Iranian schoolage children as well as the number of enrolled and graduated Iranian students. However, the
existence of an achievement gap between immigrant and non-immigrant students such as
Iranians is confirmed in the literature (Baum & Flores, 2011; Rong & Preissle, 2008).
Considering the majority of jobs in the United States require high-level educational
degrees (Carnevale, Smith, & Strohl, 2010), the achievement gap between immigrant and nonimmigrant students will ultimately lead to an increase in the number of jobless or underemployed
immigrants in the future; hence, it will negatively affect both individuals and the U.S. economy.
Recognizing that familiarity with the language and culture of the host country plays a role in
immigrants’ academic achievement (Rao, 2008, p. 85), this study aimed to explore the impacts of
acculturation patterns on immigrants’ success in higher education. The focus was on the impacts
of acculturation patterns and processes on 1.25-generation third-wave Iranian immigrants’
success in higher education.
Statement of Purpose
The general purpose of this study was to see how immigrants’ acculturation patterns and
processes affect their success in higher education. The goal was to examine how immigrants deal
with the negative impacts of neoliberal educational policies and what strategies they use to
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overcome the barriers to accomplishing their educational goals. Since immigrants’ acculturation
trajectories affect their academic success (Rao, 2008, p. 85), special attention was paid to the
impacts of acculturation patterns and processes on 1.25-generation immigrants’ success in higher
education. To describe the individual differences, a multiple case study approach was adopted.
The Critical Race Theory (CRT) was used as the theoretical and conceptual framework of this
study.
This study comprised three phases: (a) introductory, (b) interview, and (c) memberchecking. The introductory phase was designed to provide the participants with detailed
information about the aim of the study. The interview phase was designed to collect the required
data for the study. Finally, the member-checking phase was designed to inform the participants
about the findings of the study and seek their feedback on the accuracy of the findings and the
way their contributions were recorded.
The focus of this study was on the impacts of acculturation patterns and processes on
1.25-generation third-wave U.S. Iranian immigrants’ success in higher education. Participants
included twelve 1.25-generation third-wave Iranian immigrants who had successfully earned
Bachelor’s or higher degrees from U.S. universities. In this study, the term acculturation refers to
cultural changes that individuals go through when they come into continuous contact with a new
culture. Also, the term 1.25-generation immigrants refers to immigrants who have been between
13 and 17 years old at the time of arrival in the United States. Third-wave Iranian immigrants
also are those Iranians who have emigrated after 1981, i.e., after the outbreak of the Iran-Iraq
War. The following section provides a detailed definition of the key terms used in this study.
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Operational Definitions Relative to the Key Topic Literature
In this section, three operational definitions that are of particular significance to the key
topic literature at focus in this study are discussed. These definitions pertain to the concept of
culture, acculturation, and 1.25-generation immigrants.
Culture
Culture has been defined variously in the literature. Some (e.g., Bullivant, 1993) believe
that culture can be generally defined as programs that help a group of people to survive in their
environment. Latane (1996) defines culture as “socially transmitted beliefs, values, and practices
. . . and shared ideas and habits” (p. 13). However, a broad definition of culture is offered by
Pedersen (1999) who refers to culture as “any and all potentially salient ethnographic,
demographic, status, or affiliation identities” (p. 3). Banks and Banks (2013, p. 6) contend that
culture encompasses symbols, beliefs, and interpretations that are shared by a human group.
Shore (2002) also defines culture as shared meanings, understandings, traditions, and referents
held by a group of people.
While most social scientists (e.g., Kuper, 1999) maintain that culture does not include
tangible and material objects of human societies, this study used the term culture to refer to
values, norms, symbols, perspectives, interpretations, and any aspect of life that distinguishes
one people from another. Adopting a cultural relativity approach (Boas, 1940), I believe that
cultures are different perspectives helping people to communicate with their group members and
adapt to their environment. However, from a CRT perspective, I put a great emphasis on how
neoliberalism and Eurocentricism might affect various cultures. Moreover, culture is not a set of
static and bounded traits; rather it is dynamic, complex, and situationally emergent (Banks &
Banks, 2013, p. 36). In other words, culture is a system of meaning making, a system that people
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use to define themselves and to make meaning of their interactions with the world. As such,
individuals’ cultures have determining impacts on their worldviews, interactions, social
networking, and approaches to various events. Since learning is a cultural process (Banks &
Banks, 2013, p. 36), immigrants’ achievements in their new country can be influenced by
cultural aspects of their home as well as their host country (e.g., Castillo et al., 2010; Flores,
Ojeda, Huang, Gee, & Lee, 2006; Hurtado & Gauvain, 1997). In other words, cultural
differences and the processes of adaptation to a new culture affect immigrants’ academic
achievement. This justifies my decision to study how and to what extent such processes and
approaches affect immigrants’ academic success.
Acculturation
The term acculturation was coined by Powell (1880, p. 46) to refer to the cultural and
psychological changes that individuals go through when they come into contact with a new
culture. However, it was in 1936 that Redfield, Linton, and Herskovits provided the first widely
used definition of acculturation:
Those phenomena which result when groups of individuals having different cultures
come into continuous first-hand contact, with subsequent changes in the original cultural
patterns of either or both groups . . . under this definition acculturation is to be
distinguished from . . . assimilation, which is at times a phase of acculturation. (p. 149)
As the definition suggests, Redfield et al. (1936) consider it important for the two culturally
different groups’ members to have “continuous first-hand contact” in the process of
acculturation. In fact, this definition excludes any “other short-term interactions produced by
travel, war, commercial, or missionary activities, or even temporary expatriate employment”
(Trimble, 2003, p. 14). Another point suggested by this definition is that cultural groups that

11

come into contact should have specific and exclusive “lifeways” and “thoughtways” (Trimble,
2003, p. 14). Most importantly, this definition makes it clear that acculturation and assimilation
should not be used interchangeably as the latter is only a phase in the former. Mendoza (1989)
defines acculturation patterns as the patterns found in individuals’ preferences towards their own
cultural customs as well as those of the alternate culture.
Since the 19th century, there has been a wide range of studies on immigrants’
acculturation patterns. In fact, scholars believe that acculturation is the cornerstone of
immigration research in the United States (Cortés, Rogler, & Malgady, 1994). Not surprisingly,
the number of studies on immigrants’ acculturation and their adjustment to the culture of the host
countries has dramatically increased (Schwartz et al., 2010, p. 2). Acculturation has been
approached from a myriad of disciplines (Cortés et al., 1994). This paper, however, aimed to see
how immigrants’ approaches to acculturation influence their success in higher education.
1.25-Generation Immigrants
Many scholars believe that time of arrival plays a significant role in immigrants’
acculturation patterns; they categorize immigrants based on their age at the time of arrival. Firstgeneration immigrants refers to those who immigrate as adults, while second-generation
immigrants refer to children of foreign-born parents who are born in the new county. Based on
being closer to birth or adulthood at the time of migration, Rumbaut (2004, p. 1167) uses
decimal terms to categorize immigrants. He coins the term 1.25-generation immigrants to refer
to those who immigrate as teenagers (between the ages of 13 to 17). Similar to adult immigrants,
1.25-generation immigrants have spent their formative years in their country of origin. The term
1.5-generation immigrants refers to those who immigrate before adolescence, i.e., between the
ages of 6 to 12. These immigrants have received some education in their country of origin and
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some in the new country. Finally, the term 1.75-generation immigrants refers to those who are at
preschool age, i.e., between the ages of 0 to 5, at the time of arrival, hence they receive all their
education in the new country. Among all types of immigrant children, the cultural and social
experiences, adaptive outcomes, and level of resistance to cultural shift of 1.25-generation
immigrants are closer to those of the first-generation immigrants (Rumbaut, 1998). In other
words, compared to other decimal-generation immigrants, 1.25-generation immigrants are more
likely to show resistance towards cultural shift. This study attempted to look at the acculturation
patterns found among 1.25-generation immigrants to see how resistance to cultural shift
influence these immigrants’ success in higher education.
Brief Review of the Theoretical Framework
Scholars (e.g., Arum & Roksa, 2011) maintain that students’ achievement gap is not
solely due to students’ social, cultural, linguistic, and economic backgrounds. In fact, the role of
educational policymakers and educational institutes in increasing or decreasing this academic
gap is highly remarkable. As Bourdieu (1973) states, education has the potential to reproduce
social inequality by “proportioning academic success to the amount of cultural capital
bequeathed by the family” (as cited in Arum & Roksa, 2011, p. 37). Ladson-Billings (1998a)
also states that a review of the history of this nation shows that policies are not made by all
people who live in the country, but by people who own more properties most of whom are White
(p. 15). It can be inferred that academic success is a complex phenomenon in that it is the
product of various factors. While students’ individual backgrounds, funds of knowledge, and
cultural capital make a difference, the role of contexts in which students are embedded should
not be ignored. In fact, educational policies play important roles in exacerbating or eliminating
inequalities and achievement gaps among students.
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As an immigrant coming from a different linguistic and cultural background, I have
always been interested to know how adopting or rejecting cultural norms of a host country would
affect immigrants’ success in higher education. Courses that I took in Cultural Studies,
International Education, and Multicultural Education (CSIEME) program of the UNLV
Department of Teaching and Learning helped me to look at immigrants’ educational
achievements from a critical lens. In this study, I adopted a Critical Race Theory framework to
describe how immigrants deal with the negative impacts of neoliberal educational policies.
Critical Race Theory
Critical Race Theory (CRT) emerged in the mid- to late 19th century as a movement to
address the historical and institutionalized racism against people of color in general, and Blacks
in particular. Therefore, CRT, as a theoretical framework, initially focused on the unrealized
promises of the Human Rights Movement, especially in regard to the historical oppression of
African Americans by Whites. However, the binary branching of Black/White was rejected by
other groups (e.g., Native Americans, Asian Americans, and Latinx) who believed that CRT
should incorporate their experiences of oppression and discrimination as well (Yosso, 2005, p.
72). Focusing on racism and its intersection with factors such as gender and class, CRT is now
divided into various branches such as LatCrit, AsianCrit, and FemCrit that explores racialized,
classed, and gendered subordination experienced by Latinx, Asians, and women respectively.
In this study, I adopted a CRT approach to explain that neoliberalism affects immigrants’
lives and education in many ways. From an ImCrit perspective (my coined term for a branch of
CRT that reflects immigrants’ experiences of oppression and discrimination), I wanted to explore
how immigrants deal with the negative impacts of neoliberal educational policies to succeed in
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higher education. A detailed explanation about the theoretical and conceptual framework of this
study is provided in the third chapter.
Topic Rationale
In this section, the rationale for the topic of this study is discussed. First, the emergence
of neoliberalism and its social, cultural, political, and economic consequences are discussed.
Second, a review of the impacts of neoliberalism on education is provided. Finally, the impacts
of neoliberal educational policies on immigrants’ acculturation are reviewed.
Neoliberalism as the Modern Slavery
Neoliberalism is “a sociopolitical movement rooted in the struggles against socialism and
communism in Europe in the early twentieth century” (Martinez, 2016, p. 12). It pursues wideranging privatization of social goods such as health care, childcare, transportation, and education.
Historically, neoliberalism has been adopted differently in different countries (Davies & Bansel,
2007). Some countries, such as Chile, are now experiencing the first pressures towards
neoliberalism. Some countries, such as Sweden, have partially adopted neoliberalism, while
others (e.g., Australia and New Zealand) have deliberately and completely adopted neoliberal
principles (p. 250). Chomsky (1999), however, has a different perspective. He considers Chile as
the birthplace of neoliberalism and believes that neoliberalism was an ideology formed around
independence from foreign countries. He adds that, in the United States, neoliberalism changed
to an ideology that supports private profits over public goods. Gamble (2007) posits that
neoliberalism first appeared in the 1940’s and became a widespread global ideology in the
1970’s. The last two decades of the 20th century may, in fact, be called the era of neoliberalism
(Campbell & Pederson, 2001, p. 1).
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Regardless of its place of birth, neoliberalism has its roots in liberal ideology. The
difference is that liberalism emphasizes the role of government in economic productivity, while
neoliberalism favors the role of private corporations in productivity and emphasizes private
profit over social good. In such a view, everything, including education and health care, becomes
a commodity and is valued in so far as it produces profit for private sectors, very similar to the
traditional slavery. Overall, neoliberalism is a complex ideology consisting of various economic,
political, and social dimensions that support individualism, privatization, global marketing, freetrade policies, and commodification of public goods.
Economically, neoliberalism organizes and controls production to increase the probability
of profits for capitalist manufacturers. In such a system, labor becomes a commodity and people
are valued based on the profit they produce for the system. The effect of such a system, as
Martinez and Garcia (2000) state, is that “the rich grow richer and the poor grow poorer.” In
other words, neoliberal policies create great social and economic inequalities both at the micro
and macro levels. At the micro-level, a wealth gap is created among individuals. Collins (1999)
states that 40% of the nation’s wealth is owned by the top 1% of households in the United States.
Hill and Kumar (2009) also point to the wealth gap in the United States. They maintain,
In 1979, the average income of the top 5 percent of families was 11.4 times as large as
the average income of the bottom 20 percent. In 2006, the ratio was 21.3 times. In the
2008 tax year, households in the bottom 20 percent will receive $26 due to the Bush tax
cuts. Households in the middle 20 percent will receive $784. Households in the top 1
percent will receive $50,495. And households in the top 0.1 percent will receive
$266,151. (p. 14)
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Hutton (2002) too points to the wealth gap among individuals within the U.S. and states that the
ratio of chief executive officers’ (CEOs’) pay to average workers’ pay has risen from 35:1 in the
mid-1980s to 450:1 in 2002. Hill (2007) states that, in the United States, CEOs owned 2% of
market capitalization in 1992, while the rate increased to 12% in 2002 (p. 112). Miyoshi (2002)
also talks about the income gap between CEOs and the poorest groups in the United States,
which “was 30:1 in 1970, 60:1 in 1990, and had grown to 500:1 by 1998” (p. 112). Susan George
(2001) states that “If workers had been rewarded like their chief executive officers they would be
making an average $110,000 a year, not $23,000, and the minimum hourly wage in the U.S.
would be $22 not $5.15” (p. 19). The increasing accumulation of wealth at one pole and misery
at the opposite pole was well noted and predicted by Karl Marx (1867, p. 451) who attributed the
phenomenon to the nature of capitalist mode of production, whereby profit of certain groups is
maintained at the expense of exploitation of the working class – what Bourdieu (1998) labels a
“utopia of unlimited exploitation” (p. 94).
At the macro level too, neoliberal economic policies create a wealth gap among nations.
For example, international corporations make huge profits at the expense of decimating the
economies and environments of Middle East countries and countries such as Brazil and Mexico.
Miyoshi (2002) points out that the gap in per capita wealth between the richest countries and the
Third World was around 5:1 in 1900, 7:1 in 1970, 260-360:1 in 1990, and 470-500:1 in 2002 (p.
112). In other words, neoliberalism has created a wealth gap on both intra- and inter-national
scales. More specifically, it has led to an ever-increasing divergence between the so-called
“developed” and “developing” countries. The label of “developing countries,” as Hill and Kumar
(2009) maintain, is used by experts “to designate countries trampled by someone else’s
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development” because, in reality, “they send developed countries ten times as much money
through unequal trade and financial relations as they receive through foreign aid” (p. xii).
Politically, neoliberalism controls power relations and supports a formal democracy in
which citizens are deprived of any meaningful role in decision making. In such a system,
“democracy is permissible as long as the control of business is off-limits to popular deliberation
or change, i.e., so long as it isn’t democracy” (McChesney, 1998, p. 9). In fact, promoting social,
political, and economic inequality and inequity, neoliberalism is destructive of democratic values
and a threat to democracy (Hill & Kumar, 2009; Giroux, 2009). Martinez (2016) argues that
neoliberalism has led to the undermining of democracy, which can be replaced by “an
authoritarian system that promotes private interests, mindless consumerism and compliance with
the exigencies of the capitalist economy as shaped by neoliberal values and policies (p. 27).
Giroux (2002) also elaborates on this phenomenon and uses the term corporate culture to refer to
all forces and values that produce “compliant workers, depoliticized consumers, and passive
citizens” (p. 429).
Socially and culturally, putting emphasis on accumulating greater profits necessitates
greater control over individuals, organizations, and institutions that might threaten neoliberalism.
In fact, as McChesney (1998) states, neoliberalism can be defined as policies and processes
“whereby a relative handful of private interests are permitted to control as much as possible of
social life in order to maximize their personal profit” (p. 7). As an ideology that is based on
individuality and private profit, neoliberalism increases the achievement gaps between various
groups of a society. By putting the primary emphasis on individualism, the concept of
community is forgotten and any program to promote unity and public good is ignored (Martinez,
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2016). Cultural differences are devalued and marginalized groups are increasingly oppressed in a
society affected by neoliberalism.
In summary, as Martinez and Garcia (2000) maintain, neoliberalism is based on five
pillars: (a) the rule of the market, which equates to liberating private enterprises for any actions
that gain capital and goods; (b) cutting public expenditures for social services, such as health
care and education; (c) deregulation, which means private enterprises are freed from any
restrictions imposed by the government; (d) privatization, which entails selling state-owned
public institutions and services to private sectors; and (e) elimination of the concept of
community by putting more emphasis on individual responsibility.
Neoliberalism and Education
Having a large market size, education is a key target for neoliberalism advocates. A
neoliberal education system looks at students and their parents as customers. Therefore,
consumer choice is highly promoted in such a system and is believed to produce efficiency,
equity, and autonomy. Robertson (2000, p. 138) states that promoters of markets believe that
markets are:
(1) more efficient modes for the allocation of goods and services (Chubb & Moe, 1990;
Coleman, 1990); (2) more equitable, in that they are responsive to the needs and desires
of their clients (as opposed to public sector bureaucracies characterized by quasimonopoly status and, therefore, provider capture); and (3) more democratic in that they
maximize the freedom of individuals to choose intervention in their own lifestyles,
unhindered by the state. (p. 174)
The concept of consumer choice, however, is exploited by neoliberal advocates to
produce more profit for private educational corporations (Hursh, 2007). For example, based on
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neoliberal educational reforms (e.g., No Child Left Behind Act, 2001) proposed by the George
W. Bush administration, students’ standardized test scores are used to evaluate the schools’
performance. Schools that have made “adequate yearly progress” are usually the ones that are
dominated by White middle- to upper-class students. They become popular and succeed in
attracting more students. In some states (e.g., Florida), they may even receive financial rewards.
Failing schools are usually underfinanced schools. They lose their students to for-profit or faithbased schools that are supposed to tutor these students at the expense of the already underfunded
school. Failing schools are finally reopened either as a charter school or are turned over to state
or private companies with a certain level of effectiveness (U.S. Department of Education, 2002,
p. 7). Therefore, educational policies that seem to provide freedom of choice for parents and
students are basically designed to produce more profit for private educational sectors (Hursh,
2007, p. 16).
Government deregulation is another characteristic of a neoliberal educational system,
which aims to free private corporations from any restrictions on their activities. The role of
international financial organizations, such as the World Trade Organization (WTO) and General
Agreement on Trade in Services (GATS), are remarkable in this regard. Matheson (2000) asserts,
Backed by the US and UK Governments, the WTO aims to liberalize the service sector
further. The immediate impact would be the privatization of some services that have so
far been provided by governments. Governments would be obliged to sell off such
services as housing, education and water. (p. 9)
Designed to expand the control by the private corporate over education, the GATS also
incorporates four modes for offering services such as educational supplies: (a) cross-border
supply, (b) consumption abroad, (c) commercial presence, and (d) movement of natural persons
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(Claybrook, 2006, p. 1). The first mode occurs when a service is delivered to the territory of a
consumer from the territory of a service supplier. The second mode happens when a consumer
travels to the territory of a service supplier and receives a service outside his or her own territory.
The third mode, commercial presence, exists in a situation where a service supplier establishes a
business or professional enterprise in the foreign market and grants a right for a foreign interest
to establish a branch within the territory of another country. Finally, the fourth mode happens
when a service is provided by the employees of the service supplier. Rikowski (2007) argues that
mode four is “unbound” for European primary and secondary education, which means a
European country has no commitment to open up its market to a service supplier. For example, if
a U.S. school decides to set up branches in Britain, it will probably have to employ British
teachers (p. 154). The regulations are not clear enough; however, they are all designed to
maintain private organizations’ profit as much as possible. Other international organizations such
as the International Monetary Fund (IMF) and the Organization for Economic Cooperation and
Development (OECD) follow similar paths in linking globalization to liberalization. The WTO
has provided a list of 160 British and U.S. service sectors and businesses that would benefit if the
GATS could liberalize trade in public services. Hill (2007, p. 123) notes that, in 2000, Britain
exported $117 billion in social (e.g., health) and educational services (e.g., libraries). Following a
capitalist ideology, neoliberal advocates emphasize the role of the market in education and
attempt to turn education into a commodity. They assume that capitalism and education are
perfectly compatible with each other.
McMurtry (1991), however, notes that the capitalist market and education have, in fact,
opposite goals, motivations, and methods. While the capitalist market aims to limit public access
to services (e.g., education), education flourishes and is furthered when it is shared. Knowledge
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and learning that is not shared is lost. Also, capitalist markets offer their services to whoever has
money to purchase them; whereas, the place of education is to educate those who are motivated
to learn, regardless of their financial status. The private market and education have opposite
methods too. Markets buy and sell commodities; therefore, education, as a commodity, is
marketable. Education, on the other hand, has nothing to be sold. There are some requirements
for those who want to learn, but education is not acquired by money. According to Hill (2007),
“education is not a commodity to be bought and sold. One can buy the means to an education,
but not the hard graft of autonomous learning itself” (p. 123).
In sum, neoliberalism views education as a commodity; therefore, its policies in the field
of education support the “free market, private enterprise, consumer choice, entrepreneurial
initiative, and government deregulation” (Ross & Gibson, 2007, p. 7). The point is that, as
Taylor, Gillborn, and Ladson-Billings (2016, p. 6) state, in a neoliberal system resources are not
equally or equitably distributed. For example, non-White access to education has never been
considered a social right, and there have always been intentional policies to keep the
achievement gap between White and non-White students as wide as possible. Scholars (LadsonBillings, 1998a; Lui, Robles, Leondar-Wright, Brewer, & Adamson, 2006) also point to the
course of U.S. history and state that policies are not made by all the people who live in this
country, but by those who own property_ the majority of whom are White and have accumulated
their wealth in the course of history. The next section reviews the impacts of neoliberal
educational policies on immigrants.
Neoliberalism and Immigrants’ Acculturation
The impacts of neoliberal policies can be traced in every aspect of human lives; education
is not excepted (Birch & Mykhnenko, 2010; Ladson-Billings, 1998b). In fact, the negative
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impacts of neoliberalism can be easily traced in diminishing human rights movements, attacks on
multilingualism and multiculturalism, and promoting a Eurocentric culture that focuses on
English as the only language of instruction (Martinez, 2016, p. 11). The message that the evergrowing community of immigrants in the United States receive from such neoliberal policies is
that their identity, culture, and history is of no value. Being affected by such and similar
approaches may cause detrimental effects on immigrants’ success in their new country.
However, literature shows that some immigrants gradually learn to adopt strategies to overcome
the barriers they face in a new country. In their acculturation trajectories, immigrants may follow
certain patterns; however, individuals’ differences should not be overlooked. Focusing on
acculturation patterns and processes, a multiple case study was adopted to describe and account
for the impacts of acculturation trajectories on immigrants’ success in higher education.
Brief Review of the Relevant Methodological Literature
Since the 19th century, scholars have conducted numerous studies on patterns of
acculturation and have found that a wide range of factors affect immigrants’ degrees of
acculturation. Eylem Gevrek, Gevrek, and Gupta (2013), for example, assert that duration of stay
within a country, cultural differences, age of immigrants at the time of arrival, and perceived
discrimination are the most important factors affecting immigrants’ acculturation, despite the
country of origin. Triandis, Kashima, Shimada, and Villareal (1986) also have found that
immigrant groups who have more power in the new setting are less likely to accommodate to the
new cultural norms. Others, however, maintain that immigrants who have less power in the host
country may show more resistance to cultural shift. For example, Arabs who perceive themselves
to be exposed to ongoing discrimination may decide to stay away from representatives of the
dominant culture (e.g., Aprahamian, 2011; Jadalla & Lee, 2012, p. 164; Willems, 2012).
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Focusing on linguistic acculturation, some researchers believe that immigrants’ clinging
to the language and culture of their home country is responsible for their failure to adapt to the
new conditions and, consequently, for their failure in education (Gibson, 1998, p. 615). These
scholars often advocate an English-only curriculum and support the idea of elimination of federal
funding for multilingual/multicultural education (Escamilla, Loera, Ruiz, & Rodriguez, 1998). A
close review of the literature, however, does not support such a viewpoint. As many scholars
(Kao & Tienda, 1995; Rumbaut, 1998; Vernez & Abrahamse, 1996) have found, immigrant
students may outperform students who speak only in English.
Some scholars have focused on the impacts of gender on levels of acculturation.
Shaditalab (2005) and Azinkhan (2013), for example, have found that Iranian women are more
“successful” in their levels of acculturation. Ghaffarian’s (1998, 2001) research, however, does
not support this viewpoint. A great number of studies also have examined the impact of age on
degree of acculturation. Most researchers (e.g., Al Wekhian, 2016; Azinkhan, 2013; Berry,
Phinney, Sam, & Vedder, 2006; Bleakley & Chin, 2010; Ghaffarian, 1998; Gilanshah, 2011;
Ostovar, 1997) have found that there is a positive correlation between age and degree of
acculturation, i.e., younger immigrants are more eager to learn about new cultures and traditions,
while older immigrants show more resistance towards cultural shift.
Type of migration and length of residence also are found to have impacts on immigrants’
degrees of acculturation. For example, immigrants who have voluntarily immigrated to a new
country are more likely to exhibit cultural incorporation than those who have involuntarily left
their country from fear of war, natural disasters, or persecution, for example (Ostovar, 1997).
Also, immigrants who have spent more time in their new country are more likely to receive
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cultural norms and traditions of their host country (Faragallah, Schumm, & Webb, 1997;
Londhe, 2015; Schwartz, Pantin, Sullivan, Prado, & Szapocznik, 2006).
A review of the literature shows that most research on immigrants’ acculturation patterns
and processes have focused on the correlation between certain factors (e.g., age, gender, type of
migration, length of residence) and immigrants’ degrees of acculturation. Very few studies have
explored the impacts of acculturation patterns on immigrants’ educational success. Flores et al.
(2006), for example, have found a positive correlation between immigrants’ acculturation and
their academic success. Buddington (2002), however, has found that acculturation leads to a
decline in academic achievement. A third group does not support any significant correlation
between acculturation and academic success (García-Vázquez, 1995).
From a review of the literature on acculturation, it can be inferred that: (a) neither studies
have looked at immigrants’ acculturation patterns from a CRT perspective, (b) most researchers
have adopted a quantitative approach to study immigrants’ acculturation trajectories, (c)
literature is inconclusive regarding the impacts of acculturation on academic achievement, and
(d) while Iranian immigrants constitute an ever-growing community in the United States, the
impacts of acculturation trajectories on their success in higher education is not addressed in the
literature. This study aimed to fill this gap recognizing that immigrants, regardless of their
country of origin, face barriers that are very similar (Ward, Bochner, & Furnham, 2001).
Nature of the Study and Research Questions
While the majority of scholars (e.g., Bailey, 2008; Berry et al., 2006; Keefe & Padilla,
1987; Steiner, 2009) have quantitatively studied the correlation between acculturation and factors
such as age, gender, marital status, religion, and a wide range of other variables, this study
adopted a qualitative approach to study acculturation and its influence on immigrants’ success in
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higher education. As Creswell (2016, pp. 6-9) states, qualitative research explores, but is not
confined to, a central idea. Lott (2010) adds that people have multiple cultural identities;
therefore, a qualitative method of research is more likely to capture the influence of being
members of various cultural groups on behavior (p. 125). A qualitative method fitted well with
the main goal of this study, which was to provide an in-depth description of the influence of
acculturation patterns on 1.25-generation third-wave Iranian immigrants’ success in higher
education. Within the realm of qualitative research, adopting a multiple case study approach
enabled me to describe the differences among individuals regarding overcoming educational
barriers (Creswell, 2007; Stake, 1995). This study started with one primary question and three
ancillary questions. The primary question was:
1. How and in what ways do acculturation patterns and processes of 1.25-generation thirdwave Iranian immigrants to the United States affect their success in higher education?
The three ancillary questions of this study were as follows:
1. How and in what ways have 1.25-generation third-wave Iranian immigrants’ cultural
values changed after immigration to the United States?
2. How, if at all, does 1.25-generation third-wave Iranian immigrants’ resistance to adopt
U.S. cultural values and norms affect these immigrants’ success in higher education?
3. In what ways do the educational experiences of 1.25-generation third-wave Iranian
immigrants to the United States differ due to gender?
A detailed review of the nature of this study, the rationale for the methodological approach and
various elements of the study, as well as the research questions are provided in Chapter Three.
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Scope and Significance of the Study
While immigrants constitute a large proportion of the U.S. population, the cultural
changes they go through when they come into contact with the mainstream dominant culture of
the United States are not well-addressed in the literature. Some scholars (Berry et al., 2006;
Hoffman, 1989; Portes & Rumbaut, 2006; Steiner, 2009) have investigated immigrants’
processes of acculturation; however, most of them have focused on the correlation of
acculturation patterns with factors such as age, gender, marital status, etc. Most importantly, very
few studies have focused on acculturation patterns and processes of 1.25-generation immigrants;
therefore, there is no research on the impacts of acculturation patterns and processes on 1.25generation immigrants’ success in higher education; much less is found on the impacts of
acculturation patterns on 1.25-generation third-wave Iranian immigrants’ success in U.S. higher
education. Adopting a qualitative method, this study aimed to fill this research gap. Figure 1 is a
visual illustration of the scope of this study.

• Immigrants' acculturation patterns and processes
Broad

• Acculturation patterns and processes of 1.25Less broad generation immigrants

Scope

• The impacts of acculturation patterns and
processes on 1.25-generation third-wave Iranian
immigrants' success in U.S. higher education

Figure 1: Visual illustration of the scope of the study
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The aim of this study was to help educational policymakers create better-informed and
more effective policies related to immigrants’ education. Also, as Ward, Bochner, and Furnham
(2001) state, although U.S. immigrants might come from quite different cultures, the general
processes of acculturation and social adjustments that they go through are very similar; therefore,
while the participants of this study are selected from among U.S. Iranian immigrants, it was
hoped that the findings help us understand the barriers other immigrants face when seeking their
educational goals. In other words, the aim was to amplify the voices of U.S. immigrant students,
particularly Iranians, regarding barriers they face when pursuing their educational goals.
Chapter One Summary
Chapter One served as the introduction of the study. A summary of the researcher’s
personal connection to the study was provided. It was explained that one of the major problems
of U.S. educational system is that, despite all attempts, there is an educational achievement gap
among immigrant and non-immigrant students and that this problem will ultimately negatively
affect individuals as well as the society.
Since some scholars (e.g., Rao, 2008) believe that familiarity with the language and
culture of a host country plays a role in immigrants’ academic success, the purpose of this study
was to see how immigrants’ acculturation patterns and processes might affect their success in
higher education. The nature of this study and the questions for which this study aimed to find an
answer were reviewed. The key terms relevant to the literature on acculturation were also
defined. The relevant methodological studies were briefly reviewed. Chapter One also explained
about Critical Race Theory as the conceptual framework of this study. It was discussed that CRT
is a suitable framework for understanding the impacts of neoliberal educational policies on
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immigrants’ education in general, and higher education in particular. The scope and significance
of this study were also discussed.
The next chapter, Chapter Two, will provide a detailed review of the literature on
neoliberalism and its impacts on education. In order to see how immigrants deal with barriers to
their educational goals, a detailed review of prominent theories on acculturation, factors affecting
acculturation patterns, and the methodological studies in the literature relevant to the topic of this
study will be provided. Since the participants of this study were selected from U.S. Iranian
immigrants, the sociopolitical and historical factors forcing them to immigrate will also be
explained.
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CHAPTER TWO: REVIEW OF LITERATURE
Introduction
Chapter One introduced the foundation of the study. It provided the theoretical and
conceptual grounding for a multiple case study regarding the impacts of acculturation patterns
and processes on 1.25-generation third-wave Iranian immigrants’ success in higher education. A
summary of Critical Race Theory as the conceptual framework of this study was provided. From
this vantage point, the impacts of neoliberal policies on students, particularly immigrant students,
were discussed. The operational definitions, research questions, the rationale for a multiple case
study methodology, and significance of this study were also reviewed.
A vast search of empirical and theoretical studies on the impacts of neoliberalism on
immigrants’ education reveals that there is a common belief regarding the positive impacts of
immigrants’ assimilation on their success in education. The point is that many studies do not
provide a clear definition of assimilation. In fact, sometimes, assimilation and acculturation are
used interchangeably. A review of the literature on acculturation, however, reveals that
assimilation is only one of the phases in individuals’ acculturation trajectories.
Chapter Two contains three main sections. The first section provides a detailed review of
the literature on the impacts of neoliberalism on education in general, and higher education in
particular. The impacts of neoliberal policies on immigrants’ identity are also discussed. The
second section of Chapter Two reviews the literature on acculturation. The most prominent
theories and models of acculturation are reviewed. Also, a summary of the methodological
studies on immigrants’ acculturation patterns and processes is provided. The goal is to highlight
the point that although there is a myriad of studies on immigrants’ acculturation patterns and
processes, few studies (almost none) have adopted a CRT approach to explore the impacts of
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acculturation patterns on immigrants’ education in general, and higher education in particular.
This research gap and how it is addressed in this study will be discussed. Since the participants
of this study were selected from 1.25-generation Iranian immigrants, the third section reviews
the sociopolitical factors affecting Iranians’ immigration. Finally, a summary will highlight the
main points discussed in this chapter.
Restatement of the Purpose of the Study and Research Questions
The main purpose of this study was to investigate the impacts of acculturation processes
and patterns on 1.25-generation immigrants’ success in higher education. The focus was on the
impacts of acculturation patterns on 1.25-generation third-wave Iranian immigrants’ success in
higher education. Adopting a CRT framework, this study aimed to see how 1.25-generation U.S.
immigrants deal with the negative impacts of neoliberal educational policies. Based on the
purpose of this study, one primary question and three ancillary questions were posed. The
primary question asks about the ways acculturation patterns and processes might influence 1.25generation third-wave Iranian immigrants’ success in higher education. The first ancillary
question asks about the ways that 1.25-generation third-wave Iranian immigrants’ cultural values
have changed after immigration to the United States. The second ancillary question asks whether
1.25-generation third-wave Iranian immigrants’ resistance to adopt U.S. cultural values and
norms affect their success in higher education. Finally, the third ancillary question asks about the
difference between male and female 1.25-generation Iranian immigrants in terms of educational
experiences. The following sections, reviews the literature on neoliberalism, acculturation, and
Iranians’ immigration.
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Why Neoliberalism? Why Acculturation?
My interest in reviewing the literature on immigrants’ problems has its roots in my own
experiences as an immigrant and the barriers I faced to accomplish my educational goals
including, but not limited to, obtaining a Ph.D. in education. Before becoming a UNLV doctoral
student, I used to consider individuals responsible for their success or failure. More specifically,
I believed all immigrants can succeed in the “land of opportunity” if they try. After taking a few
courses on multiculturalism, I started to see the impacts of power structure on education. More
specifically, I became aware of the ways neoliberalism, directly or indirectly, impacts all aspects
of immigrants’ lives. I learned that neoliberal educational policies create barriers to immigrants’
success in higher education; hence they increase the educational achievement gap among
immigrant and non-immigrant students.
My curiosity to see how immigrants overcome the barriers they encounter in a new
country made me spend hours and hours searching the literature. I recognized that many scholars
(e.g., Rao, 2008) believe that familiarity with the language and culture of the host country plays a
role in immigrants’ academic success. As a result of being in contact with language and culture
of a host country, immigrants go through a process of cultural changes that is called
acculturation. My search for articles on acculturation returned with 79,392 results 72,824 of
which were peer-reviewed articles in English. I continued narrowing down my topic and I found
27,510 peer-reviewed articles on immigrants’ acculturation. Focusing on U.S. immigrants’
acculturation, I found 8,360 peer-reviewed articles published after 2013; only 19 articles were on
1.25-generation immigrants’ acculturation. I did not find any article on acculturation patterns of
1.25-generation Iranian immigrants who live in the United States. Most importantly, my search
in the literature revealed from the beginning that all studies on acculturation focus either on the
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psychological and health problems caused or resolved by acculturation processes or on the
correlation between social factors (e.g., gender, social class, religion, age, etc.) and immigrants’
degrees of acculturation.
A review of the literature also revealed that scholars are in disagreement regarding the
meaning of acculturation; for some, acculturation and assimilation are equal; for others,
assimilation is only a phase of acculturation that might never be experienced by a given
immigrant. The following sections of this chapter aim to illustrate my journey in the literature on
neoliberalism, acculturation, and the impacts of the former on the latter. The importance of this
literature review lies in the fact that it helped me recognize the gaps that exist in the literature
regarding factors involved in immigrants’ success in higher education.
Literature Review
This literature review contains three main sections. The first section reviews the literature
on the impacts of neoliberalism on education in general, and higher education in particular. The
focus is on the impacts of neoliberal educational policies on immigrants’ identity and education.
The second section reviews the literature on immigrants’ acculturation patterns and processes.
The aim is to review some of the most prominent theories and models of acculturation and to
show why it is important to distinguish various phases of acculturation. Methodological studies
on acculturation will also be reviewed to see if there is any research on the impacts of
acculturation on immigrants’ success in higher education. The third section will focus on the
historical and sociopolitical factors that have led Iranians to immigrate to countries like the
United States.
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The Impacts of Neoliberalism on Education
Neoliberalism has affected all aspects of people’s lives including education; the more that
neoliberal educational policies are implemented, the more that schools from pre-kindergarten to
universities resemble compulsory workplaces that guide and control students’ behaviors and
intellectual activities. Hill and Kumar (2009, p. 12) maintain that implementation of neoliberal
policies is the main reason for the losses of equity, of democratic accountability, and of critical
thought. More specifically, neoliberal educational reforms, programs, and regulations (e.g., No
Child Left Behind Act, charter school program, and standardization of educational assessment)
have negatively affected the quality of education, have increased inequality and inequity among
individuals and nations, have destroyed students’ and teachers’ creativity and critical thinking,
and have reduced the role of community and social involvement in setting educational goals, to
name a few.
As an ideology that puts an emphasis on private interests rather than public good,
neoliberalism produces negative impacts on the quality of public education. One of the measures
taken by neoliberal advocates is to open up public education to for-profit educational
organizations. In order to gain more profit, it is vital for such organizations to reduce educational
costs by, for example, offering fewer services to students and intensifying the work of teachers.
Cuts in emergency medical services for children as well as “closing school libraries, reducing the
number of special needs teachers, increasing class size, expanding online learning programs” are
only a few of measures taken by neoliberal advocates to make more money through public
education (Ross & Gibson, 2007, p. 4). Neoliberalism also provides publishing companies an
opportunity to gain enormous profit through publishing textbooks, administrating various tests,
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and analyzing test results (Lipman 2007, p. 47). In other words, the focus of neoliberal
educational policies is not on the quality of education as much as it is on making more profit.
Increasing social inequity and inequality is another drawback of neoliberal educational
policies. Using standardized test scores as a criteria to allocate state funds is an impetus for
schools to attract students with high scores (mostly White) and pay less attention to those who
are less likely to pass the standardized tests (mostly African Americans, Latinx students, English
Language Learners (ELLs), and students with disabilities); hence, schools have become more
separate and unequal. Even within a school, inequality and academic gaps among students
increase every year. Therefore, what seems at first glance to be in favor of students turns out to
be designed to serve the goals of huge publishing and testing corporations. Gillborn and Youdell
(2000) state that marketization of the education system increases inequalities between and within
schools. Students of color, students with disabilities, and ELLs are the most likely to suffer from
such inequalities. Dropout rates among students with disabilities showed an increase from 7,200
in 1996 to 9,200 in 2001 (Hursh, 2007, p. 29). English Language Learners, who were the highest
diploma-earning minority group in 1996, had the highest dropout rate in 2001 (Monk, Sipple, &
Killeen, 2001). Such results are not surprising in a system that considers teachers and students as
workers whose values are determined by the amount of profit they produce for the system.
Hursh (2007) states that students and teachers who study and work in a market-oriented
education system resemble the market system workers described by Marx, who have to sell their
labor to survive and, as a result, are reduced to commodities. Students with greater potential are
more likely to be recruited. Teachers also are “marketable” in so far as they produce better
results for the system. Whitty, Power, and Halpin (1998) also have found that marketizing
education leads to the increase of school choice for parents, which, in turn, exacerbates racialized
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school hierarchies. Further, they state that an educational system based on the market intensifies
class, racial, and ethnic differences between schools, but does not support diversity in curriculum
and pedagogy (p. 120). In fact, such a system lumps all students into a “one size fits all”
pedagogical scheme. Cutting bilingual education programs, attacking multicultural education,
and promoting English-only education are consistent with such a scheme (Martinez, 2016, p. 23).
Destruction of creativity is another consequence of the implementation of neoliberal
policies in education. Transforming education systems into a competitive workplace makes
school authorities, teachers, and students compete with other schools for a better result.
Consequently, teachers lose their professional decision-making and control over their own work.
They are obliged to follow a predetermined curriculum in order to gain a preset result. In a
research study, Martina, Hursh, Markowitz, Hart, and Debes (2003) have found that it is
significantly frustrating for teachers to use innovative curricula in the context of standardized
exams. In other words, teachers do not have sufficient flexibility to create curricula that suit their
students’ needs. Shannon (2007) also maintains that the majority of teachers use commercially
produced instructional materials and that:
Programmed learning, criterion-referenced testing, mastery learning, teacher and school
effectiveness, and now curriculum standards and high-stake testing have been proposed
as variations on the theme of ensuring that teachers follow the prescribed teacher guides
closely in order to make the outcomes of their instruction more predictable and less
dependent on teachers. (p. 163)
In other words, in a neoliberal educational system, there is no room for creativity and innovation.
Neoliberalism requires teachers to create “appropriately skilled and entrepreneurial citizens and
workers able to generate new and added economic values” (Robertson, 2000, p. 187).
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Neoliberal educational policies require students to focus on learning the subjects without
using their creativity or problem-solving skills. In fact, both teachers and students have to follow
prescribed paths regardless of the compatibility of these paths with their own needs. Marx uses
the word alienation to refer to the separation of individuals from their actions. In the case of
education, prescribed and standardized teacher statements limit their thoughts and concerns and
separate them from students. Students also are encouraged to focus on obtaining higher test
scores, a process that limits the students’ learning and devalues their thoughts and desires. The
result of such a system is the detachment of teachers and students from actual teaching and
learning, i.e., teaching and learning based on desire, needs, and creativity. Shannon (2007)
contends that “this does not mean that alienated teachers are uncaring or that alienated students
lack engagement. Rather it means that the nature of that engagement is subsumed under the
process of rationalization and the possibilities of teaching and learning are artificially directed
and severely restricted” (p. 167).
Loss of critical thinking is also one of the consequences of neoliberal educational
policies. Neoliberal education is designed to increase the educational gap among students by
putting more pressure on students and blaming them for their failures. In such a system, “schools
are pushed to produce efficient workers who can compete within the global workforce by
adapting and developing new skills, but who do not question the hierarchical work structure”
(Hursh, 2007, p. 22). In other words, capital needs educated and skilled workers who are not
trained for critical thinking. As Lipman (2007, p. 46) states, neoliberal policies (e.g., individual
accountability and test-driven curricula) promote social discipline for an obedient labor force
who never question the system. Therefore, adopting such policies is destructive to a democratic
type of education, which aims to encourage analytical and critical thinking. As Giroux (2003)
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states, we are witnessing an era in which education is no longer a public sphere to prepare
students for critical democratic engagement. British government, for example, has eliminated
sociological and political examination of education, as well as questions regarding the role of
race, gender, and social class from teacher training programs (Hill, 2007, p. 117).
Overall, neoliberal educational policies undermine democratic values and make education
a less accessible public service. As critics (Haney, 2000; Kohn, 2000; McNeil, 2000; Ohanian,
1999) point out, neoliberal educational policies (e.g., NCLB Act, high-stakes standardized tests)
focus on standardization and privatization of education. In such a regime, curriculum and
instruction focus on producing better test scores; consequently, not only creativity is devalued,
but also achievement gaps among students increase over time. Such an oppressive and antidemocratic system is not only against the collective good, but also creates a situation in which
more children are “left behind” (Vinson & Ross, 2007, p. 74).
The Impacts of Neoliberalism on Higher Education
Higher education is of special value in every society. Universities have a great role in
defining the needs of society and reinforcing ruling ideologies. They are also the sites where
students, faculty, and staff can critically analyze political, social, and educational policies and
express their own viewpoints. Some scholars (Clawson and Page, 2011, p. 52; Tuchman, 2011)
posit that the half century after World War II was a golden age for the United States in many
regard, including higher education, because it was marked by the rise of world-class public
universities in this country. However, the landscape has now changed and higher education has
begun a transition from being “a key national priority to an increasingly neglected special
interest” (Fischer & Stripling, 2014). In what follows, the impacts of neoliberal educational
policies on higher education institutes, faculty, and students are reviewed.
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Higher Education Institutes
Rather than looking at higher education as a collaborative process between students and
instructors, neoliberalism focuses on higher education as a commodity and concludes that higher
education is inefficient and unprofitable (Friedman & Friedman, 1990). To overcome this
“educational inefficiency” neoliberal advocates suggest four primary reforms for universities
related to efficiency and accountability: accreditation, universalization, international
competitiveness, and privatization (Rhoads & Torres, 2006, p. 10). Standardizing curricula and
high-stakes testing are in line with such reforms and are designed to create great profits for
private publishing and testing corporations (Levidow, 2007, p. 238). In fact, since the 1980s,
higher education has been a target for market and private sectors, and universities are
increasingly under pressure to adopt certain commercial models of learning, curricula, skill
instruction, finance, and management organization (Levidow, 2007, p. 238). Universities have to
comply with neoliberal policies and compete with other national or international institutes to
increase their funding. They may even compete for top rankings to maintain their research and
tuition income (Unterhalter & Carpentier, 2010, p. 14). Maintaining the ranks requires
universities to standardize teaching, which in turn, affects the quality of education.
The emergence of information and communication technology (ICT) also has provided
an opportunity for neoliberal advocates to create even more competition among universities.
Universities are forced to increase their productivity and to provide new services. They must
prepare and deliver knowledge packets via ICT, provide skilled workers for market, and offer
their services at comparatively low price. As a result, the majority of universities have become
consumers of ICT products in order to survive in what is known as the “knowledge market.” In
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fact, the most important target of neoliberal strategies is not to enhance skills, but how to control
labor costs in this labor-intensive market (Garnham, 2000).
One of the most important tools of neoliberalism is “to stop the flow of public dollars to
colleges and universities” (Clawson & Page, 2011, p. 23). As a result of having to find new
sources for their needed support, college and university presidents actively pursue opportunities
to connect their institutes and business corporations. Corporations, as Giroux (2002) states, are
“more than willing to provide the needed resources, but the costs are troubling and come with
strings attached” (p. 433). In consideration of the services they provide, corporations expect to
have control over the process, funding allocations, and outcome of the research they sponsor.
The worst scenario exists when universities have stock in the companies that are sponsoring
them. Such universities, obviously, cannot act as “disinterested truth seekers” as they become
“operatives for business interests” (Giroux, 2002, p. 433).
Faculty
A neoliberal educational system has negative impacts on university faculties. In a system
that is based on making more profit, universities and colleges prefer to employ part-time rather
than full-time tenure-track instructors. Non-tenured instructors receive lower pay, fewer benefits
(like health insurance), and have no opportunity to get involved in university governance. While
the impact of hiring non-tenured faculty on the quality of instruction is debatable, it is reasonable
to believe that such faculties, who have no protection if they speak up against social, economic,
and political injustices, are very likely to remain silent. As Lucal (2015) states “the decline of the
tenure system means fewer full-time faculty members to do more work and fewer people who
have the protection to speak out against neoliberal excess” (p. 3). Giroux (2009) also maintains
that the increasing use of part-time rather than full-time faculty is demoralizing and exploitative
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for both because the increased amount of work tenured-track faculty have to do results in “less
time to prepare, larger class loads, almost no time for research, and excessive grading demands,”
ultimately leading to their ineffectiveness (p. 43).
Students
Earning a college degree has become a requirement for success in today’s world;
therefore, students are increasingly attracted to higher education institutes (Lucal, 2015).
However, higher education is underfunded and under-resourced as a result of the implementation
of neoliberal educational policies; therefore, institutes have to offer more and more services such
as ICT products and programs. Students also are forced to use these services in order to be able
to compete in the job market. This situation has created a loop that brings enormous profit for
ICT companies. In fact, while job requirements have not increased, the number of over-qualified
workers has increased. Levidow (2007) refers to this situation as qualification inflation and
attributes it to excess supply rather than inherent demands of the job (p. 240).
Also, the emergence of neoliberalism has resulted in a “vision of students as human
capital” (Apple, 2000, p. 60). This vision, combined with neoliberal strategies, results in
international student mobility (ISM), which has increased from 1.8 million in 2000 to 2.7 million
in 2005 (Gürüz, 2008). Since “developed” countries (the United States, Canada, Australia, and
Western Europe) dominate in technology, science, and engineering, there is always a one-way
flow of highly educated, highly talented, or highly skilled individuals from “developing”
countries to “developed” countries (Unterhalter & Carpentier, 2010, p. 20). Ultimately, in the
“developed” countries, this phenomenon results in “brain gain,” i.e., absorption of talented
people. On the other hand, most migrated individuals do not return to their home countries after
living in a “developed” country for several years, so these countries lose their talented and
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skilled people over time, a phenomenon that is referred to as “brain drain” (Robertson & Scholte,
2007, p. 104). In fact, as Altbach and Knight (2007) state, international academic mobility
“favors well-developed education systems and institutions, thereby compounding existing
inequalities” (p. 291).
The amount of state funding that a university receives depends largely on the percentage
of the students who have successfully finished their program in the assigned time. This time has
been decided by the state based on the graduation rate of the majority of students most of whom
are probably White, have elite background, and have nothing to do other than studying.
However, a large number of students who have to work or take care of their children or sick
parents while attending college are ignored in this equation (Lucal, 2015). In a neoliberal
educational system, students (mostly students of color) have to become self-sustaining if they are
to survive (Ward, 2012).
While students have to earn high-level educational degrees to be successful in their future
career, they are not financially supported enough by a neoliberal education system. Lack of
financial support and costs of higher education, with the associated fear of backbreaking debts
and loan payments, dissuade many young people from even thinking about pursuing a degree in
higher education (Giroux, 2002, p. 445). In fact, students seeking higher education have to
“borrow their way to graduation” (Giroux, 2009, p. 40), hence the label “generation of debt”
(Kamenetz, 2006, p. 1). This debt burden, however, is not shared equally. Lucal (2015) has
demonstrated that among all racialized groups, African Americans have the highest debt at the
time of graduation (p. 6). They might even not succeed in getting a loan since financial aids are
distributed on a merit- rather than need-based model, which disadvantages poor students. In fact,
as Clawson and Page (2011, p. 29) state, in the “university-as business model” proposed by
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neoliberalism, there is a link between social class and college attendance; people in the bottom
half of income distribution (mostly non-Whites) are less likely to get a college degree, a
phenomenon that negatively affects their future (Fry & Taylor, 2013).
Escalating tuition and other fees create additional barriers to succeeding in higher
education. Students who are not privileged have to work more hours to pay these fees. They
often will not be able to buy the required textbooks or finish their homework on time. They may
choose to enroll in online courses in order to have more time to work. While online courses do
not provide an optimal learning environment compared to face-to-face classes and, although the
cost of offering online courses is less than that of face-to-face courses, the fees for such courses
are generally much higher than for face-to-face courses.
Implementation of neoliberal educational policies is harmful for both national and
international students. The ever-increasing cost of living, the rise in tuition fees, and lack of
funding negatively affect international students as well. Ross and Gibson (2007) point to a report
that described international students who study in the University of British Columbia as having
to work illegal jobs and search in the garbage for food to make ends meet (p. 6).
The Impacts of Neoliberalism on Immigrants’ Identity
During the past four decades, neoliberalism has affected the entire world (Birch &
Mykhnenko, 2010). The negative impacts of neoliberal policies can be traced in diminishing
human rights movements, attacks on multiculturalism and multilingualism, promotion of a
Eurocentric culture (monoculture), increase in the level of poverty, and ever-increasing rates of
incarceration and school dropouts to name a few (Martinez, 2016, p. 11). The impacts of
neoliberalism on immigrants’ identity formation and education deserve special attention.
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Individuals’ identities are largely shaped by their language and culture; immigrants are
not exception. In fact, when moving to a new country, immigrants bring their funds of
knowledge and cultural capitals with them. Funds of knowledge are the “historically
accumulated and culturally developed bodies of knowledge and skills essential for household or
individual functioning and well-being” (Moll, Amanti, Neff, & González, 1992, p. 133). Franklin
(2002) defines cultural capital as “the sense of group consciousness and collective identity” that
helps a group of people to navigate and advance in a system and resist the barriers (p. 177).
Bourdieu and Passeron (1977) provide a somewhat different definition of cultural capital since
for them cultural capital refers to cultural knowledge and skills that have been accumulated or
inherited by privileged groups in society. This definition has been perceived by some to define
the middle-class White cultural norms and standards. Yosso (2005), however, believes that
cultural capital encompasses a wide range of cultures and that marginalized groups have various
forms of cultural capital that are often ignored by the dominant groups.
The importance of funds of knowledge and cultural capital lies in their potential to be
used by individuals as a means to deal with changing social and cultural circumstances. For
example, the ways people develop social networks and connect with other people depend largely
on their funds of knowledge. The important point is that these networks are dynamic, rather than
static. In fact, they are ever-changing and ongoing processes that enable individuals to adapt to
new conditions and develop multiple relationships with others, what is called “multi-stranded”
networks (Moll et al., 1992, p. 133). Ignoring these multiple spheres of interaction, neoliberalism
focuses on a monolingual and monocultural form of education that prescribes immigrants’
assimilation to a Eurocentric dominant culture. The message immigrants receive from neoliberal
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policies is that their language and culture is of no value and that they have to forget about their
own culture if they want to proceed in their new country.
The First Research Gap
A review of the literature shows that the impacts of neoliberal educational policies on
immigrants’ success in higher education are not adequately addressed (Martinez 2016, p. 12). A
few scholars (e.g., Aguirre, Rick, & Reese, 2006; Dávila, 2004; Rocco, 2010) have investigated
the impacts of neoliberalism on political and socioeconomic aspects of Latinos’ lives. Martinez
(2016, p. 22), however, has conducted a research with Latino students and has found that the
number of Latinos with a college degree has increased over time, but this increase does not
reflect the population growth of this group relative to the population of the country. Aud et al.
(2012) also state that the gap in the attainment of a Bachelor’s or higher degrees between Latinos
and Whites increased from 17 percentage points in 1980 to 26 percentage points in 2011.
Martinez and León (2013) attributes such shortcomings to the neoliberal educational policies
such as adoption of a “one size fits all” policy in education, elimination of bilingual education
programs, elimination of remediation programs for underprepared students, reducing state
funding to public colleges and universities, and increases in tuition and fees. Heller (2008) adds
to the list the substantial cuts in financial aid programs and preference to give students loans
rather than grants.
While there are a few studies on the impacts of neoliberal policies on Latinx students’
success in higher education, there are almost none on the impacts of neoliberalism on students
who come from countries with sociopolitical and cultural contexts totally different from that of
the United States, such as Middle-Eastern countries. Especially after the 9/11 attacks and the
following war on terror, which helped media to depict a negative picture from Middle-Eastern
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citizens, it is necessary to study Middle-Eastern students’ experiences in educational settings and
to see what possible strategies they might have used to overcome the barriers towards
accomplishing their educational goals. Recognizing that familiarity with language and culture of
the host country plays a role in immigrants’ academic success (Rao, 2008, p. 85), this study
aimed to fill this gap by examining the impacts of acculturation patterns and processes on 1.25generation third-wave Iranian immigrants’ success in higher education. The following section
reviews the literature on theories and models of acculturation as well as the relevant
methodological studies on factors affecting acculturation patterns and processes.
Acculturation
A systematic study of acculturation began in the early twentieth century when Park’s
(1914) study on sociological aspects of acculturation of immigrants in the United States
advanced a model of acculturation that consisted of three phases: “contact,” “accommodation,”
and “assimilation” (Persons, 1987, p. 35). Park’s (1914) model of acculturation posits that
contact shapes relations between two ethnically different communities when they interact. The
second phase, accommodation, starts when peoples coming from different cultures use
accommodative strategies to minimize conflict. Park (1914) proposes that after learning how to
accommodate the dominant group, immigrants or members of the minority group enter a new
phase of cultural assimilation, which culminates in intermarriage and social and cultural
amalgamation. Park’s (1914) model depicts acculturation as an ongoing and irreversible process
that ultimately leads to assimilation.
Working on Polish immigrants in Chicago, Thomas and Znaniecki (1918) have proposed
three forms of acculturation based on three personality types: Bohemian-, Philistine-, and
creative-type. They suggest that the first group abandons their home culture and adopts the
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culture of the host country; the second group preserves their own culture and fails to adopt the
culture of the host country; and the last group adapts to the culture of the host country while
keeping their own.
Redfield et al. (1936) maintain that in the process of acculturation, cultural patterns of
one or both groups change as a consequence of contact, and that this process does not necessarily
lead to assimilation (p. 149). They posit that tension or even hostility may arise in the absence of
political or social equality between the groups in contact. Redfield et al. (1936) suggest that three
actions may occur in the process of acculturation: (a) acceptance, (b) adaptation, and (c) reaction
(p. 152). Acceptance occurs when individuals accept the dominant culture and give up their own.
Adaptation occurs when individuals combine the traits of their own cultural heritage with those
of the host country. Finally, reaction is a phase in acculturation when individuals experience
inferiority or oppression in the new context. Redfield et al. (1936) argue that, due to
psychological distress, assimilation does not occur in such a context (p. 151-152).
Appleton (1983), however, distinguishes two levels of assimilation: (a) behavioral or
cultural, and (b) structural. The first kind of assimilation occurs when minority group members
take on the values and cultural norms of the dominant group. The second level of assimilation
occurs when ethnic minority group members enter the institutions and organizations of the
dominant group. Appleton (1983) further states that both levels, behavioral and structural, are
required for complete assimilation to occur.
In 1954, a group of social scientists revised Redfield et al.’s (1936) definition of
acculturation to explain how peoples accommodate one another when they come into contact.
Their model suggested that “value systems, the process of integration and differentiation, the
generation of developmental sequences, the operation of role determinants, and personality
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factors” are deciding factors in the process of accommodation (Social Science Research Council,
1954, p. 974). The significance of this model is that it points to the selective nature of
acculturation, and that individuals involved in a contact situation make decisions as to which
cultural traits they want to retain or reject. Asian Indians, for example, may hold to the core
values related to family, food, and religion at home; however, they may change their dress
etiquettes to comply with mainstream American culture (Wakil, Siddique, & Wakil, 1981). From
a psychological perspective, Teske and Nelson (1974) also have focused on specific culturerelated traits that change through intergroup contacts. They propose that, in the process of
acculturation, various changes in material traits, behavioral patterns, norms, and values occur.
They do not explain, however, how these changes happen.
Padilla (1980, 1987) defines acculturation as an ongoing mutually inter-effective process
in which both cultures take part. He identifies two components of acculturation: (a) ethnic
loyalty, which is an individual’s attachment to a particular culture; and (b) cultural awareness,
which is one’s implicit knowledge about “cultural material (e.g., language, values, history-art,
foods, etc.) of the cultural group of origin and/or the host culture” (p. 48). Based on this model,
cultural loyalty can be determined by factors such as “self-ascribed ethnicity of the individuals,
the ethnic group membership of friends, and preference for such things as recreational activities”
(Padilla & Perez, 2003, p. 38). It can be inferred that individuals who have more knowledge of
their heritage cultures than they do of the new contact cultures are less acculturated than those
who have more knowledge of the host cultures (Padilla & Perez, 2003, p. 38). The importance of
Padilla’s (1980, 1987) model of acculturation lies in taking into account individual differences
and personality characteristics that facilitate or prevent the process of acculturation.
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Padilla and Perez (2003) have expanded on Padilla’s (1980, 1987) model; they have
suggested a new model of acculturation with four constituents: “social cognition, cultural
competence, social identity, and social stigma,” the latter of which holds center stage in their
general model of acculturation (p. 35). Social cognition refers to individuals’ pragmatic goals
and what they want to achieve. Cultural competence refers to “the learned ability to function in a
culture in a manner that is congruent with the values, beliefs, customs, mannerisms, and
language of the majority of members of the culture” (Padilla & Perez, 2003, p. 42). Social
identity refers to individuals’ sense of belonging to a particular social group. Finally, social
stigma refers to having attributes that “convey a devalued social identity in particular context”
(Padilla & Perez, 2003, p. 45). Padilla and Perez (2003) make it clear that attributes that may
cause negative stigmatization (e.g., skin color, accented speech, certain religious apparel, and
mental illness) are generally associated with “minority standing and powerlessness” (p. 45). In
other words, the impacts of such factors on stigmatization are relative and vary from one context
to another. Contrary to most psychological models of acculturation, Padilla and Perez’s (2003)
model of acculturation does not provide a static view of intergroup relations. It accounts for
individuals’ willingness (or lack thereof) to acculturate to a specific culture. Padilla and Perez’s
(2003, p. 50) model also has the advantage of taking individuals’ differences regarding race,
ethnicity, culture, and social status into account; it provides a conceptual framework that allows
for a better understanding and study of acculturation trajectory of immigrants.
Berry’s (1980, 1997, 2001) model of acculturation has also adopted a multidimensional
approach to the process of acculturation and proposes that two culturally different groups go
through eight stages when they come into contact (whether physical or symbolic). The first four
stages pertain to the more dominant society and are as follows: (a) melting pot, (b) segregation,

49

(c) multiculturalism, and (d) exclusion. Melting pot is defined as a situation wherein members of
the dominant culture choose to assimilate to minority cultures, which is a process during which
they may lose their own traditional cultural traits. On the other hand, segregation happens when
the dominant culture group prefers to maintain its own cultural heritage and shows no interest in
connecting with other groups. Multiculturalism occurs when both dominant and minority groups
maintain their own identity and cultural values. The fourth type, exclusion, occurs when the
culturally dominant group chooses to reject its own cultural heritage and keeps a minimal
connection with other groups (Berry, 2001).
The last four stages of Berry’s (1997, 2001) model of acculturation apply to cultural
minority groups or subordinate groups and are as follows: (e) assimilation, (f) integration, (g)
separation, and (h) marginalization. Assimilation is defined as a situation where members of the
minority group or immigrants adopt the cultural values of the host country and reject the cultural
values of their country of origin. Integration occurs when individuals adopt the cultural values of
their host country while keeping their home culture. This phenomenon is also referred to as
biculturalism. Scholars (Coatsworth, Maldonado-Molina, Pantin, & Szapocznik, 2005; Tadmor,
Tetlock, & Peng, 2009) have found that, among various categories of acculturation in Berry’s
(2001) model, integration or biculturalism produces the most favorable psychosocial outcomes.
Bicultural young immigrants, for example, exhibit higher self-esteem and lower depression. For
Benet-Martínez and Haritatos (2005), however, biculturalism is more than endorsing two cultural
norms. They use biculturalism to refer to the process of combining and synthesizing particular
aspects of two cultures into a unique blend. The term separation in Berry’s (2001) model refers
to a process in which members of the minority group or immigrants reject the cultural values of
the host country in favor of keeping their original culture. Finally, the last type of acculturation,
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marginalization, occurs when minority group members reject the cultural values of both the host
country and their country of origin. Figure 2 illustrates the basic components of Berry’s (2001)
model of acculturation.

Figure 2: Berry's model of acculturation (Berry, 2001, p. 618)

Richard Mendoza (1989) also has provided a theoretical and methodological framework
to study acculturation. He views acculturation as a situation in which individuals incorporate the
cultural values and customs of both their own cultural heritage and those of the host country into
their own lifestyles. Mendoza’s (1989) multicultural model of acculturation contains five
patterns: (a) cultural resistance, (b) cultural shift, (c) cultural incorporation, (d) cultural
transmutation and (e) cultural eclecticism. Cultural resistance, similar to Berry’s (2001)
separation, reflects one’s high level of immersion in one’s own culture, and low level of
immersion into another culture. Cultural shift, similar to Berry’s (2001) assimilation, is
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illustrated in one’s tendency to score low on immersion into one’s own culture, and high on
immersion into another culture. Cultural incorporation reflects one’s tendency to statistically
score high on immersion in both cultures, which resembles Berry’s (2001) integration type of
acculturation. Cultural transmutation, similar to Berry’s (2001) marginalization, illustrates one’s
tendency to score low on immersion in both cultures. Finally, cultural eclecticism happens when
an individual shows high cultural resistance towards certain sets of customs of the dominant
culture, but exhibits high cultural shift in other customs, as well as cultural incorporation of
certain customs of a third culture.
Some scholars (Hidalgo & Duncan-Andrade, 2010; Mehan, Hubbard, & Villanueva,
1994; Noguera & Cannella, 2006; O’Conner, 1997; Solόrzano & Delgado Bernal, 2001) propose
various types of oppositional behavior and resistance to show how individuals actively or
passively interact with structures to create their own meanings. Solόrzano and Delgado Bernal
(2001) outline four types of oppositional behavior and resistance: reactionary behavior, selfdefeating resistance, conformist resistance, and transformative resistance. Reactionary behavior
is a disruptive behavior; it is not considered resistance because it lacks a critique of oppressive
conditions or a motivation for social justice. Self-defeating resistance occurs when an individual
has a social critique of the oppressive systems but is not motivated by an advocacy for social
justice. Conformist resistance happens when an individual is concerned about social justice but
lacks a critique of the oppressive system. Finally, Transformative resistance occurs when an
individual has both a critique of the oppressive system and a motivation for social justice. Such a
person has the most potential to transform the oppressive system and bring about positive
changes in the existing situation. Figure 3 illustrates the relationship between these four types of
oppositional behavior and resistance.
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Critique of Social Oppression

Self-Defeating
Resistance

Transformative
Resistance

Not Motivated by Social Justice

Motivated by Social Justice

Reactionary
Behavior

Conformist
Resistance

No Critique of Social Oppression
Figure 3: Types of resistance (Solόrzano & Delgado Bernal, 2001, p. 318)

Other scholars make a distinction between acculturation and enculturation and maintain
that acculturation refers to the general process of navigating two or more cultures, while
enculturation has to do with the preservation of one’s native culture (Kim, 2007; Kim & Abreu,
2001). Focusing on selectivity in the process of acculturation, Weinreich (2009, p. 125) uses the
word enculturation to refer to the process of selectively acquiring the cultural elements of the
new country or retaining the elements of the heritage culture. Based on such a perspective, a
unilinear approach to the study of acculturation views the process as a one-way continuum with
two poles: enculturation on the left, and acculturation on the right. Placing acculturation in the
far right side of the continuum implies that acculturation is considered to be equal to
assimilation. A bilinear approach to acculturation, on the other hand, does not view acculturation
and enculturation as being two opposite poles of a single continuum. Rather, the two constructs
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are interrelated to varying degrees, with a vast number of variables such as age, gender, and
generational status that impact the relationship between the two cultural constructs; therefore,
individuals can develop orientations towards the culture of the host country as well as the culture
of their origin (Yoon, Langrehr, & Ong, 2010).
In sum, all studies on acculturation can be classified into four models. The first, the
recuperation model, is based on the concept of immigrants’ culture shock and is used recently in
the field of medicine where the focus is on the psychological crises and identity problems caused
during cultural contacts between two groups (Garza-Gurrero, 1974). The second type is a
learning model and focuses on the knowledge and skills required by immigrants to function in a
new country (Tyler, 1995). The third type is called the “journey” model, as an immigrant moves
from a rejecting stage towards an acceptance stage when he or she understands the socio-cultural
norms of the host country (Bennett, 1993). Finally, an equilibrium model focuses on
acculturation as a dynamic and ongoing process through which cultural differences disrupt the
individual’s internal balance; however, the process leads to a tension reduction phase (Iman,
2008). Overall, acculturation is a complex phenomenon and may be studied from various
perspectives in different disciplines.
Methodological Literature on Acculturation
Since the 19th century, scholars have conducted numerous research studies on the patterns
of acculturation and have found that a wide range of factors affect immigrants’ patterns and
degrees of acculturation. In what follows, a brief review of the literature on several factors
affecting acculturation is provided. Eylem Gevrek, Gevrek, and Gupta (2013) assert that duration
of stay within a country, cultural differences, age of immigrants at the time of arrival, and
discrimination are the most important factors affecting immigrants’ acculturation, despite the
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country of origin. The focus of the following section, however, is on factors that are mostly
relevant to the purpose of this study, such as perceived discrimination and power relations
between the majority and minority groups, identity, language, gender, age at onset of intergroup
contact, adherence to certain religious beliefs and practices, cultural differences, type of
migration, length of residence, and immigrants’ educational background.
Perceived Discrimination and Power Relations
Researchers have found that power relationships between the dominant and nondominant groups can influence patterns of acculturation among members of the minority group.
The dominant group’s attitudes toward newcomers, their readiness to accept them as members of
their society, and the extent to which they allow members of the minority groups to participate in
social and economic activities will influence immigrants’ levels of acculturation. Triandis et al.
(1986), for example, have found that immigrant groups who have more power in the new setting
are less likely to accommodate to the new cultural norms. Others, however, maintain that
immigrants who have less power in the host country may show more resistance to cultural shift.
For example, Arabs who perceive themselves to be exposed to ongoing discrimination may
decide to stay away from representatives of the dominant culture (e.g., Aprahamian, 2011;
Jadalla & Lee, 2012, p. 164; Willems, 2012). Padilla (1980, 1987) has also found that informants
who report greater degrees of perceived discrimination are more likely to identify with their
heritage group. Discriminatory acts need not necessarily be directed at the informants;
informants report greater loyalty toward their heritage group even if discriminatory acts are
directed at other members of their heritage group (Padilla & Perez, 2003, p. 39). Ruggiero,
Taylor, and Lydon (1997) have found that some stigmatized individuals do not blame others for
their negative outcomes, just in order to maintain their self-esteem and perceived control over the
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outcomes; while, others tend to attribute all their failures to prejudice and discrimination,
probably due to their history of oppression in the host country.
Identity
Identity can be broken down into two types. Ethnic identity refers to one’s membership in
and sense of belonging to a group that holds a specific heritage and set of values, beliefs, and
customs; national identity, on the other hand, refers to individuals’ attachment to the nation in
which they are living (Phinney, 1996). Berry et al. (2006) have worked with 7,997 national and
international young participants (13-18 years old), from 26 different cultural backgrounds, living
in 13 countries (e.g., Australia, Canada, Israel, and New Zealand). Focusing on the participants’
processes of acculturation, ethnic identity development, and adaptation, they have found that
adolescents who had stronger attachment or connectedness to their ethnicity scored low on
assimilation. In other words, such immigrants showed little interest in adopting the culture of the
host country. The researchers also report that adolescents who have a strong connection to the
country in which they live tend to score high on assimilation and low on ethnic identity.
Language
Many researchers (e.g., Keefe & Padilla, 1987) believe that language and acculturation
are significantly correlated. Some educators, as well as lay people, also believe that immigrants’
clinging to the language and culture of their home country is responsible for their failure to adapt
to the new conditions and, consequently, for their failure in education (Gibson, 1998, p. 615).
Such people consider linguistic acculturation, i.e., adoption of English, as a key factor in
immigrants’ academic success; hence, they advocate an English-only curriculum – a
phenomenon that is labeled as subtractive acculturation (Gibson, 1998). Policymakers have
sometimes used this to justify the necessity to eliminate federal funding for bilingual education
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and to end all federal laws that mandate providing instruction to immigrant children in their
home language (Escamilla et al., 1998). A review of the literature, however, shows that knowing
a second language does not impede academic success. In fact, many researchers have found that
immigrant students outperform students who speak only in English (Kao & Tienda, 1995;
Rumbaut, 1998; Vernez & Abrahamse, 1996). Therefore, acquiring additional knowledge and
skills in another language – what is labeled as additive acculturation by Gibson (1998) – may be
viewed as an invaluable asset that is beneficial for the students.
Gender
Some scholars have found a relationship between gender and degree of acculturation.
Ghaffarian (1998), for example, has conducted research with 238 Iranian immigrants (130 men
and 108 women) and has found higher levels of cultural shift and lower levels of cultural
resistance among Iranian men than Iranian women. In other words, she has found that Iranian
men are “better acculturated” than Iranian women. Ghaffarian (2001) conducted additional
research with 110 Iranian college students (51 females and 59 males) between the ages of 17 and
27 with similar results. She concluded that gender plays a significant role in acculturation, and
that Iranian men accept American values and behaviors more readily than Iranian women do. In
both studies, the assumption is that accepting American values and norms are equal to a “better
acculturation.” However, Ghaffarian (1998, 2001) has not expanded her study to examine the
impact of acculturation on the participants’ academic success.
Shaditalab (2005), however, believes that Iranian women are more successful in the
acculturation process than Iranian men. She has attributed this difference to several factors
including more job opportunities available to female immigrants. It can be inferred that being
able to function in a new country is considered equal to acculturation. Azinkhan (2013) also has
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noticed that Iranian women are more likely than Iranian men to find respectable, high-paying
jobs. Working with 30 first-generation Iranian men and women, she argues that Iranian women’s
being economically independent has been a challenge for Iranian men who have to share their
power with their wives and, consequently, lose their privileges as the head of the family.
Age
Some studies have found a strong relationship between age and levels of acculturation.
Ghaffarian (1998, p. 651) and Gilanshah (2011, p. 7) have found that younger immigrants
acculturate faster than older immigrants. Al Wekhian (2016) states that age significantly
influences the process of acculturation (p. 92). Children, for example, have been exposed to the
culture of their country of origin for less time than the adults; therefore, they are more open to
linguistic and perceptual acculturation (Berry et al., 2006, p. 330). Azinkhan (2013) also has
found that young Iranians exhibit more levels of cultural shift. Older Iranians, on the other hand,
are more likely to show resistance toward cultural changes. Ostovar (1997) has also focused on
the relationship between levels of acculturation and age, immigration status, and perceived social
support. Within a sample of 126 male and female Iranian immigrants, Ostovar (1997) has found
that there is a positive correlation between age and cultural resistance while there is a negative
correlation between age and cultural shift. This phenomenon can be attributed to younger
immigrants’ eagerness to experience and learn about new cultures, traditions, and values; while
older immigrants are reluctant to leave their past beliefs and traditions (Bleakley & Chin, 2010).
Religion
Some scholars have found a relationship between patterns and degrees of acculturation
with individuals’ religions; however, Al Wekhian (2016) believes that religion plays a less
significant role in the process of acculturation than, for example, historical conflicts between two
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countries. Ibrahim and Dykeman (2011) state that religion affects immigrants’ degrees of
acculturation depending on how attached they are to their religious traditions and beliefs (p.
389). Shapurian and Hojat (1985) suggest that religion sets values and customs in the everyday
life of many Iranians and plays a significant role in the establishment of the Iranian family unit.
Since the United States is perceived more as a Judeo-Christian country, having a different
religion can play a considerable role in an individual’s acculturation experiences, especially
when it comes to perceived discrimination in a period of time when anti-Islam sentiment is
heightened in the United States. Some immigrants may even use religion as a protective factor to
maintain their ethnic identity (Saghafi, 2009).
Culture
Literature shows that there is a correlation (either positive or negative) between cultural
differences and levels of acculturation. The United States is based on individualism, while other
countries, including Iran, value a more collectivistic form of culture. Intergenerational familial
ties, respect for the old, loyalty to family, and taking care of parents are highly valued in Iran
(Afrookhteh, 2010). It is also very normal for children to live with their parents until they get
married. Such differences between the two cultures may result in challenges for Iranian
immigrants adapting to their new county. Yaghoubzadeh, Geva, and Rogers (2008) have
investigated the impact of acculturation on the perception of academic achievement. They have
found that acculturation has an impact on Iranians’ attributions and definitions of academic
achievement. Hoffman (1989) also has studied language acculturation of Iranians who live in the
United States and found that most Iranian immigrants speak English with some degree of fluency
upon arrival in the United States; however, neither of these studies has investigated the impact of
familiarity with the language and culture of the host country on academic success.
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Type of Migration
Kershen (2003) distinguishes three types of migrants: voluntary immigrants, who leave
their country by choice; refugees, who involuntarily leave their country from fear of war, natural
disasters, or persecution; and sojourners who live in a new country for a temporary period with
the intention to return to their own country. Steiner (2009) believes that acculturation trajectory
can be influenced by the context and circumstances of immigration. For example, voluntary
immigrants who can contribute to the host country’s economy and culture are better received
than refugees and asylum seekers who might be viewed as a drain on the new country’s
resources. Ostovar (1997), too, has found that Iranians who have voluntarily immigrated tend to
exhibit more cultural incorporation than cultural resistance, while Iranian refugees show more
cultural resistance than cultural shift.
Length of Residence
Many studies confirm a correlation between length of residence in the host country and
acculturation. Working with Latinx immigrants, for example, researchers have found that Latinx
immigrants who have spent more time in the United States are more likely to experience
psychiatric disorders, which, in turn, might affect their acculturation trajectories (Alegría et al.,
2008; Alegría et al., 2007). Schwartz et al. (2006) found that years spent in the receiving culture
significantly correlated with their Hispanic female participants’ adoption of receiving culture
practices. Londhe (2015) has found that those who have lived longer in the United States are
more likely to immerse themselves in the dominant culture (p. 534). Faragallah, Schumm, and
Webb (1997, p. 183) state that length of residence in the United States positively affects
acculturation process of Arab immigrants. Ghaffarian (1998, p. 652) similarly found that Iranians
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who have resided in the United States for the greatest number of years exhibit the lowest levels
of cultural resistance and the highest levels of cultural shift and cultural incorporation.
Education
Azinkhan (2013) has found that education is a strong predictor of immigrants’ levels of
acculturation. In her research on Iranian immigrants, she reported that education is positively
correlated with adaptation, i.e., higher level of education entails lower level of stress and higher
level of acculturation. In fact, education is a pathway to acculturating into a host country’s values
and norms, especially when it is pursued in the host country (Berry, 1997). Mashayekhi (1992)
surveyed a group of 97 male and female Iranian immigrants and found that acculturation of
Iranians has a significant correlation with variables such as age at the time of arrival, length of
stay in the United States, and education. Mashayekhi’s (1992) findings support the idea that
various demographic variables affect patterns of acculturation; therefore, such patterns are better
explained by cultural pluralism theories rather than a linear model of acculturation.
The Impacts of Acculturation Patterns on Education
Helping immigrant students to succeed in the U.S. educational system is a challenging
task. In order to address the problems, a few models of integration, acculturation, and
assimilation have been proposed (e.g. Classic Assimilation and Pluralism). Some scholars do not
make a distinction between acculturation and assimilation; they believe that one of the key
factors for immigrants to be successful in the United States is to assimilate into the American
culture and lifestyle. Others, however, draw a distinction between assimilation and acculturation
emphasizing that assimilation is not a prerequisite for academic success.
A few studies have been conducted on the relationship (or lack thereof) between the
degree of acculturation and students’ academic achievement. There are three main viewpoints in
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this regard. The first group of scholars (Flores et al., 2006; McWhirter, Hackett, & Bandalos,
1998; Ramos & Sanchez, 1995) maintains that acculturation has a positive impact on academic
success, and that acculturation is a significant predictor of immigrants’ educational success.
Martinez, DeGarmo, and Eddy (2004), for example, have conducted research with 564 Latino
and non-Latino students and parents living in Oregon and found that a lack of knowledge about
the language and culture of the United States increased the frequency of discriminatory
experiences and institutional barriers that lead to academic failure. They have concluded that
lower acculturation leads to lower academic achievement. With an eye to language acculturation,
Salamonson, Everett, Koch, Andrew, and Davidson (2008) have studied the performance of
nursing students who were non-native speakers of English and have found that English-language
acculturation predicted their participants’ academic performance (p. 86).
The proponents of the second perspective, on the other hand, believe that acculturation
has negative impacts on students’ academic achievement. Buddington (2002), for example, has
found that an increase of acculturation leads to an increase of stress and depression, which, in
turn, leads to a decline in academic achievement.
Finally, the third viewpoint does not support any significant relationship between
acculturation and academic success. García-Vázquez (1995), for example, conducted research
with 23 seventh through ninth grade Latinx students and found that there was no significant
correlation between acculturation and students’ reading performance. She concluded that there
was no evidence proving that, in order to be successful in the United States, minority group
members have to assimilate to the European-American culture. She insists that the “maintenance
of the first culture does not impede success” and adds that “to be successful in school the first
language does not have to be sacrificed” (García-Vázquez, 1995, p. 312-14). García-Vázquez
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(1995) admits that, on average, students who have different ethnic and linguistic backgrounds
perform lower on achievement tests; however, she believes that, in order to explain such failures,
other factors such as “students’ learning style (e.g., field independence/dependence), self-esteem,
instructional methods, styles of teaching, acculturative stress, and styles of competition” should
also be taken into account (p. 312). Senerchia (2015) also has conducted a research with 76
international graduate students enrolled in MBA program at Johnson and Wales University. She
has found that familiarity with the language and culture of the host country is not as much a
determining factor for success in higher education as other factors such as length of residence
and receiving support from faculty are. Similarly, some scholars (e.g., Boyer & Sedlacek, 1988)
maintain that cognitive factors such as self-confidence, self-esteem, and persistence as well as
receiving support from faculty, parents, and friends play a significant role in students’ success in
higher education.
The Second Research Gap
A review of the literature reveals five important points. First, there is a plethora of
literature on acculturation, but the vast majority of this literature is descriptive, rather than
critical scholarship. More specifically, few studies have adopted a CRT perspective to explore
the impacts of acculturation patterns on immigrants’ success in higher education. As such, the
impacts of neoliberal educational policies on immigrants’ higher education are underrepresented
in the literature. Second, the majority of studies focus on either the impacts of acculturation on
immigrants’ mental and physical health, or the correlation between social variables and
acculturation. In other words, there are very few qualitative studies (almost none) on the how and
why of immigrants’ acculturation. Consequently, the individual differences in acculturation
trajectories are also understudied.
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The third point revealed by a review of the literature on acculturation is that there is no
qualitative research on the impacts of acculturation patterns and processes on 1.25-generation
immigrants’ success in higher education. Consequently, there is no qualitative research on the
impacts of acculturation patterns and processes on 1.25-generation Iranians’ success in higher
education. While Iranians, with approximately two million immigrants (Iranian National
Organization for Civil Registration, 2012; Katzman, 2016), constitute a relatively large
community in the United States, their acculturation trajectories are not adequately addressed.
The fourth point is that even within the very small range of studies, literature is
inconclusive regarding the correlation between immigrants’ acculturation and their success in
education and higher education. Some scholars believe that acculturation is necessary for success
in education; while, others believe that acculturation causes stress, hence, reduces academic
success. A third group does not consider any role for acculturation in academic success. Finally,
many researchers have used the terms assimilation and acculturation interchangeably, while the
former is only one of the phases of the latter.
Filling the Gaps
Despite the plentiful research on minority groups, the literature review provided in this
chapter revealed that almost no studies have adopted a critical perspective to provide an in-depth
description of the impacts of neoliberalism on acculturation patterns of U.S. immigrants. There
are also very few (almost none) studies on the impacts of acculturation patterns and processes on
1.25-generation immigrants’ success in higher education. From a CRT (more specifically,
ImCrit) perspective, this study aimed to fill these gaps. With an eye to individual differences, this
study adopted a multiple case study approach to provide an in-depth description of the impacts of
acculturation patters and processes on 1.25-generation third-wave Iranian immigrants’ success in
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higher education. A detailed review of the methodology and the components of this research will
be provided in the next chapter. Since the participants of this study were selected from
immigrants coming from Iran, a Middle-Eastern country, the next section of this chapter briefly
reviews the cultural context of Middle-Eastern countries.
Middle-Eastern Immigrants
The United States has been a “country of immigrants” since its birth (Al Wekhian, 2016).
With the ever-increasing influx of immigrants, the United States enjoys a wide range of cultural
diversity. Each year, many people come to live in the United States seeking a better life or
fleeting prosecution; Middle Eastern people are no exception. Even after the 9/11 attacks and the
following war on terror, which mostly targets Middle-Eastern citizens and immigrants, their
interest in coming to the United States remains strong, which might be due to the economic and
political instability of their motherland (Camarota, 2002, p. 315).
Coming from a completely different background, Middle-Eastern immigrants probably
experience the most challenging processes of acculturation upon arrival in the United States. In a
country where English is the only official language of instruction and Christianity is the official
religion of almost 95% of U.S. citizens (Lott, 2010, p. 42), Middle-Eastern immigrants most of
whom are Muslim and speak languages other than English (e.g., Arabic, Farsi) have a hard time
integrating into the political, social, and educational system of their host country.
Contrary to the United States, cultural values and ethical principles of Middle-Eastern
nations are founded on collectivism, rather than individualism. In Middle-Eastern countries,
extreme respect for the old, sanctity of familial ties, and rebuke of divorce are considered as
social norms. At times, such norms are in conflict with the prevailing norms of the United States
(Chen, 2012).
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Religion can be viewed as another source of conflict between Middle-Eastern immigrants
and U.S. citizens. While majority of Middle-Eastern citizens practice Islam, mainstream
dominant groups of Americans (95%) are Christian. Religious differences may be reflected in
people’s lifestyles, traditions, customs, ways to approach problems, drawing conclusions, and
overall behaviors. For example, Muslims are required to pray five times a day. They are
forbidden to eat pork, or drink vine or any alcoholic beverages. Also, female Muslims are
required to cover their head and figure (Mishra, 2007, p. 5). While many Muslims do not obey
these rules, they are more likely to be religious than their Christian or Jewish counterparts
(Bankston & Hidalgo, 2006; Wilson & Power, 2004).
Another difference between Middle-Eastern countries and the United States can be
observed in the social construction of gender roles by the two cultures. While American women
are fighting for more and more equal rights to men, Middle-Eastern women, especially those
living in Saudi Arabia, Pakistan, and Iran, are not legally considered equal to men (HakimLarson, 2007, p. 315). Such an attitude is in conflict with U.S. culture and constitutional laws.
Having a totally different social, cultural, historical, economic, and educational background,
Middle-Eastern immigrants, particularly 1.25-generation immigrants, who have spent their
formative years in their country of origin, are less likely to be willing to give up their own
culture in favor of the mainstream American culture. Khalid (1997) has done a research on Arabs
and has found them to be “more inclined to retain their original national culture for their private
and/or social lives than to adopt the United States national culture” (p. 217).
While it is hard to talk about a uniform culture in the United States where a vast number
of cultural communities exist, the mainstream and dominant American culture is a Eurocentric
culture in which Whiteness, maleness, heterosexuality, and middle-class status are presumed
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normative (Lott, 2010). Among Middle-Eastern countries, too, there are many similarities and
differences in terms of cultural values, norms, and traditions. However, although globalization
tends to uniform all nations, there is still myriad of diversities within and between countries
(Zemore, 2007). Iran, a Middle-Eastern country with 7000 years unwritten history and almost
3000 years written history, has its own distinctive features (Ansari, 2011). The following section
reviews the historical context and sociopolitical factors that have caused Iranians’ immigration.
Historical Context and Sociopolitical Factors
Since the participants of this study were selected from 1.25-generation Iranian
immigrants to the United States, the following section reviews the historical context of Iranians’
immigration. The focus is on the sociopolitical factors that pulled Iranians to the United States. It
will be discussed that there are three waves of Iranians’ immigration to the United States. The
first wave of Iranians’ immigration took place during the reign of the last king of Iran,
Mohammad Reza Pahlavi (Bailey, 2008). The second wave of Iranians’ immigration occurred
after the outbreak of a revolution in 1979, which replaced the Iranian government with Islamic
religious law (Khaleghi, 2011, p. 8). The last wave of immigration of Iranians was triggered by
the outbreak of a war between Iran and Iraq in 1980, and has continued to the present (Rezaeian,
2009, p. 21). The last two waves of immigration have created a community of Iranians in the
United States that is composed of immigrants, sojourners, pilgrims and refugees.
First Wave of Iranians’ Immigration (1941 – 1979)
The first wave of Iranians’ immigration occurred during a period between 1941 and 1979
when Iranians became familiar with western ideologies and lifestyle in an unprecedented manner
(Bailey, 2008). During this period, a total number of almost 50,000 Iranians (Public Affairs
Alliance of Iranian Americans, 2014) came to Western countries, particularly the United States,
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in pursuit of higher education or for various economic and political reasons under the reign of the
last king of Iran, Mohammad Reza Pahlavi (also called “Shah”), who had adopted policies to
westernize, modernize, and secularize the country. Based on the definition proposed by Redfield
et al. (1936), Iranians’ short-term interactions with the culture of Western countries during the
first wave of immigration, which were produced by travel, commerce, and education, probably
had not provoked a full and complete process of acculturation among Iranians, as most of them
returned to Iran after their temporary stay in the United States.
Second Wave of Iranians’ Immigration (1979 – 1981)
The second wave of Iranians’ immigration began with the outbreak of a revolution in Iran
(Khaleghi, 2011, p. 8). The policies adopted by Mohammad Reza Pahlavi, as well as the
corruption surrounding him, raised strong opposition all over the country. Many conservative
Iranians perceived Shah’s proximity to the Western world as an act of betrayal to their own longlasting traditional, religious, and cultural beliefs (Bailey, 2008, p. 21-23). They pictured Shah as
the West’s “puppet,” who extravagantly spent millions of dollars of oil profit, and used Iran’s
Intelligence Service (SAVAK) to suppress people and maintain his autocracy. In 1979, various
groups aligned to form an opposition against the king. The protests were led by a religious
figure, Ayatollah Khomeini, who had been exiled to Iraq by the king years previously. With the
advent of the revolution, the king left the country and the religious leader returned after 15 years
of exile. In short order, anyone who was supposed to have benefited from the king’s regime or to
be the king’s supporter was sought out, tortured, and executed except if they had not already fled
the country. It did not take very long for the revolutionary allied forces (e.g., seculars) to also
recognize that they would not have any place in the future system of power in Iran, which was
now an extremist religious regime called the Islamic Republic of Iran. As such, a great number
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of Christians, Jews, Zoroastrians, and Baha’is were also forced to immigrate to a place where
they could freely practice their religions. As a result, the number of Iranians who immigrated to
other parts of the world suddenly increased. For example, the number of Iranians immigrating to
the United States within this period increased from 369 to 2,351 per year (Bozorgmehr &
Sabagh, 1988). The number of Iranian immigrants in Canada also suddenly reached 3,455
(Hakimzadeh, 2006). Many of these immigrants hoped to return to Iran after a while.
Based on Redfield et al.’s (1936) definition of acculturation, the continuous first-hand
contact between Iranians and Americans provided the second wave of Iranian immigrants the
conditions required for acculturation. A characteristic of the contact between Iranians and
Americans is that both groups have their own specific lifestyles, social norms, and cultural
values. Iranian traditions may conflict at times with those of American mainstream and dominant
culture. As such, Iranians may experience cultural tension caused by the difference between the
collectivistic Iranian lifestyle and the individualistic way of life advocated in American culture.
Iranian culture, for example, encourages strong intergenerational familial ties, loyalty to family,
and caring for parents as they age (Afrookhteh, 2010). Therefore, it is common for Iranian adults
to live with their parents until they are married; while, in American culture, it is common for
young people to move out at age 18 or when they finish college.
In the process of acculturation and adaptation to the new lifestyle and culture, Iranians’
cultural awareness and ethnic identity may also be affected (Ghaffarian, 1998) because the
collectivistic nature of Iranian culture may be viewed as enmeshed with people who have an
individualistic cultural background. As such, many second-wave Iranian immigrants may have
experienced a phase of separation, while others may have experienced an integration phase in
their acculturation trajectories.
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Third Wave of Iranians’ Immigration (1981 – present)
The post-revolutionary political turmoil, economic hardship, restricted personal
freedoms, and the outbreak of the Iran-Iraq War, which, despite initial expectations, lasted for
eight years, were major factors for creating the third wave of immigration that has continued to
present. During this period, many Iranians moved to Western countries (e.g., the United States,
Canada, Germany, Sweden, England, and Australia) seeking political and social freedoms, and a
safe and peaceful place to live (Rezaeian, 2009, p. 21). With Islamization of schools and
universities, those educated Iranians who could not completely fit into the new system were also
forced to emigrate, a phenomenon that is referred to as “Brain Drain” (Hakimzadeh, 2006). In
fact, as a 2009 report from the International Monetary Fund indicated, Iran has topped “the list of
countries losing their academic elite, with an annual loss of 150,000 to 180,000 specialists,”
equivalent to a capital loss of $50 billion (Harrison, 2007; Shargh News, 2012). Also, Iranian
media report that “close to 62% of Iran’s academic elite have left Iran to pursue their education
at top foreign universities” (Shargh News, 2012). America has been the final destination for a
great number of these Iranian immigrants. Contrary to the previous immigrants, these Iranians
were more likely to stay in the United States permanently. Based on Berry’s (2001) model of
acculturation, as the number of Iranians moving to the United States increases over time, the
interactions and inter-effectiveness between the two cultures also increase; therefore, it sounds
natural to expect to see various types of acculturation (assimilation, integration, marginalization,
and separation) among U.S. Iranian immigrants.
Chapter Two Summary
Chapter Two reviewed the literature on neoliberalism and the impacts of neoliberalism on
education in general, and higher education in particular. In order to see how immigrants deal
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with the negative impacts of neoliberal educational policies, the literature on acculturation
patterns, various factors affecting acculturation, and the impacts of acculturation on educational
success was also reviewed. A review of literature revealed that: (a) majority of studies in the
literature is descriptive, rather than critical; (b) few qualitative studies (almost none) exist on the
how and why of immigrants’ acculturation. Consequently, the individual differences in
acculturation trajectories are also understudied; (c) there is no research on the impacts of
acculturation patterns and processes on 1.25-generation immigrants’ success in higher education
and, consequently, there is no research on the impacts of acculturation patterns and processes on
1.25-generation Iranians’ success in higher education; (d) even within the very small range of
studies, literature is inconclusive regarding the role of acculturation on immigrants’ success in
education and higher education; and finally (e) many researchers have used the terms
assimilation and acculturation interchangeably, while the former is only one of the phases of the
latter.
Adopting a CRT framework, this study aimed to fill these research gaps in the literature
by conducting a qualitative research on the impacts of acculturation patterns and processes on
1.25-generation third-wave Iranian immigrants’ success in U.S. higher education. The next
chapter, Chapter Three, will explain the theoretical and conceptual framework of this study. The
methodology of this study as well as the rationale for choosing particular sample, setting, data
collection procedure, and data analysis techniques will also be discussed.
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CHAPTER THREE: METHODOLOGY
Introduction
Chapter One introduced the foundation of the study. It explained the rationale for a study
on the impacts of acculturation patterns and processes on 1.25-generation third-wave Iranian
immigrants’ success in higher education. It also provided a brief review of CRT as the theoretical
and conceptual framework of the study. The operational definitions, research questions, rationale
for a multiple case study methodology, and significance of this study were also discussed.
Chapter Two reviewed the literature on the impacts of neoliberalism on education in
general, and higher education in particular. In order to see how immigrants deal with the
negative impacts of neoliberal educational policies, the literature on acculturation patterns,
various factors affecting acculturation, and the impacts of acculturation on immigrants’
educational success was also reviewed. Research gaps and the way they will be addressed in this
study were discussed.
Chapter Three explains about the theoretical and conceptual framework of this study in
detail. The tenets of Critical Race Theory, critical pedagogy, and critical multicultural education
as well as their roles in promoting resistance to neoliberal educational policies are discussed.
Central components of a study on the impacts of acculturation patterns and processes on 1.25generation third-wave Iranian immigrants’ success in higher education are also explained. The
methodological approach, recruitment and consenting of participants, context, data sources, data
collection, and data analysis techniques as well as the role of these particular elements in the
study’s efficacy are discussed. The timeline of the completion of this study is also provided.
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Restatement of the Purpose
The purpose of this study was to investigate the impacts of acculturation patterns and
processes on 1.25-generation immigrants’ success in higher education. The focus was on the
impacts of cultural changes on 1.25-generation third-wave Iranian immigrants’ success in U.S.
higher education. From a CRT perspective, the aim of this study was to see how 1.25-generation
immigrants deal with the negative impacts of neoliberal educational policies when
accomplishing their educational goals.
Restatement of Research Questions
This study addresses one primary and three ancillary questions aimed at providing greater
understanding of the impacts of acculturation patterns and processes on immigrants’ success in
higher education. The primary question that guided this study was:
1) How and in what ways do acculturation patterns and processes of 1.25-generation third-wave
Iranian immigrants to the United States possibly affect their success in higher education?
The three ancillary questions were:
1) How and in what ways have 1.25-generation third-wave Iranian immigrants’ cultural values
changed after immigration to the United States?
2) How, if at all, does 1.25-generation third-wave Iranian immigrants’ resistance to adopt U.S.
cultural values and norms affect these immigrants’ success in higher education?
3) In what ways do the educational experiences of 1.25-generation third-wave Iranian
immigrants to the United States differ due to gender?
An interview protocol consistent with the research questions was developed. During the
process of data collection and data analysis, additional questions relevant to the purpose of the
study emerged. By analyzing the collected data, the researcher aimed to find an answer for each
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research question and fill the research gap on the impacts of acculturation patterns and processes
on 1.25-generation third-wave Iranian immigrants’ success in U.S. higher education. It was also
hoped that the results shed some light on the barriers immigrants face when accomplishing their
educational goals.
Approach to the Study
While the majority of scholars (e.g., Bailey, 2008; Berry et al., 2006; Keefe & Padilla,
1987; Steiner, 2009) have quantitatively studied the correlation between acculturation and social
factors (e.g., age, gender, and marital status), this study adopted a qualitative approach to study
acculturation and its influence on immigrants’ success in higher education. As Creswell (2016,
pp. 6-9) states, qualitative research explores, but is not confined to, a central idea. Creswell
(2016) adds that, by adopting a qualitative method, researchers hope to:
(a) report participants’ viewpoints about a situation
(b) describe how context or setting shapes people’s ideas
(c) explore how processes unfold over time
(d) provide in-depth description of a situation by focusing on a small number of people,
rather than applying generalizations from a small group to a large number of people
(e) explore a topic by asking open-ended questions, rather than focusing on
predetermined variables
(f) show the complexity of a phenomenon or situation as it is in real life
(g) be a voice for the voiceless and those who have been ignored or less studied
(h) show the various perspectives of a phenomenon
(i) compare and contrast different ideas about a phenomenon
(j) address people’s problems that are often considered sensitive topics, and finally
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(k) reflect on their backgrounds and what has shaped their own perspectives about a
particular phenomenon.
Lott (2010) adds that people have multiple cultural identities; therefore, a qualitative method of
research is more likely to capture the influence of being members of various cultural groups on
behavior (p. 125). As such, a qualitative method fitted well with the main goal of this study,
which was to provide an in-depth description of the influence of acculturation on 1.25-generation
third-wave Iranian immigrants’ success in higher education.
Among various types of qualitative designs, five types are more prevalent in the social
sciences and educational fields: narrative research, phenomenology, grounded theory,
ethnography, and case study (Creswell, 2016, p. 260). This study was interested in immigrants’
experiences after immigration; however, a narrative research was not suitable for this purpose
because the aim was to look at the similarities and differences among immigrants’ in terms of
acculturation patterns and processes. In other words, the focus was not on one or two individuals.
A phenomenological type of research was not suitable for this study too. While a
phenomenological research focuses on a single phenomenon (Creswell, 2016, p. 262), this study
aimed to describe acculturation as a complex process that is composed of various phases. For
example, the aim of this study was not to focus only on integration or any other type of
acculturation. A grounded theory type of research also seemed inappropriate because the
researcher did not aim to find a theory or a general explanation for immigrants’ acculturation
processes in given contexts. Finally, this study was not interested only in the culture-bound
shared ways or patterns of acculturation among Iranians, as an ethnographic research might be. A
case study, on the other hand, fitted well with the aim of this study that was to describe the
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impacts of acculturation patterns and processes on 1.25-generation third-wave Iranian
immigrants’ success in higher education.
Adopting a multiple case study provided the researcher with the opportunity to work with
12 participants, look at the similarities and differences among the participants in terms of
acculturation patterns, and provide an in-depth description of the issue at hand (Creswell, 2016,
p. 266). Most importantly, as Feagin, Orum, and Sjoberg (1991) state, case study complies with a
critical multicultural perspective because it gets the voiceless to talk about their problems and
concerns. Since Iranian immigrants are relatively understudied and underrepresented, adopting a
multiple case study enabled the researcher to amplify the voice of the participants regarding the
barriers they had encountered when accomplishing their educational goals. In other words, using
a multiple case study allowed the researcher to recognize the uniqueness of each case and also to
compare the cases in order to identify similarities and differences across participants (Creswell,
2007; Stake, 1995).
Theoretical and Conceptual Framework
In this research, I adopted a CRT perspective to look at the ways neoliberalism, the
conceptual framework of modern slavery, affects immigrants’ lives. In order to see how
immigrants deal with the negative impacts of neoliberal educational policies, I focused on the
ways acculturation patterns affect 1.25-generation immigrants’ success in higher education.
More specifically, as an advocate of critical pedagogy and critical multicultural education, I
looked at the messages Iranian immigrants receive from a monolingual and monocultural
educational system. I also looked at the strategies these immigrants adopt in their acculturation
trajectories to succeed in higher education. The following sections provide a detailed review of
the theoretical and conceptual framework as well as the central components of this study.
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Critical Race Theory
Critical Race Theory (CRT) emerged in the mid- to late 19th century as a response to
Critical Legal Studies (Yosso, 2005, p. 71). The CLS movement aimed to demonstrate that “the
law tends to enforce, reflect, constitute, and legitimize the dominant social and power relations
through social actors who generally believe that they are neutral and arrive at their decisions
through an objective process of legal reasoning” (Brown & Jackson, 2013, p. 12). In other words,
CLS scholars criticized the role of the traditional legal system in legitimizing oppression and
protecting hierarchy in the society (Cole, 2009, p. 9; Crenshaw, Gotanda, Peller, & Thomas,
1995, p. xviii; Kennedy, 1982, p. 591). Proponents of CRT (e.g., Crenshaw et al., 1995; Delgado,
1995; Delgado & Stefancic, 2001; Ladson-Billings, 1998b), however, believed that the CLS
movement might have been relatively successful in developing significant insights about the
legal system, but has not adequately addressed the historical and institutionalized racism against
people of color and the struggles that non-Whites in general, and Blacks in particular, encounter
in their daily lives. Therefore, CRT, as a theoretical framework, initially focused on the
unrealized promises of the Human Rights Movement, especially in regard to the historical
oppression of African Americans by Whites. Some CRT scholars (e.g., Cole, 2009; hooks, 1989)
have used the term White supremacy rather than the term racism. In 1989, bell hooks noted:
As I write, I try to remember when the word racism ceased to be the term which best
expressed for me the exploitation of black people and other people of color in this society
and when I began to understand that the most useful term was white supremacy. (p. 112)
Charles Mills (1997) also contends that “White supremacy is the unnamed political system that
has made the modern world what it is today” (p. 1). However, in exploring historical and
institutionalized racism, the binary branching of Black/White was soon rejected by other people
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of color (e.g., Native Americans, Asian Americans, Latinx) and women, who believed that CRT
should expand to incorporate their experiences of oppression and discrimination (Yosso, 2005, p.
72). Focusing on racism and its intersection with factors such as gender and class, CRT is now
divided into various branches such as LatCrit, AsianCrit, and FemCrit that explores racialized,
gendered, and classed subordination experienced by Latinx, Asians, and women respectively.
From a Marxist perspective, the homogenization of all Whites is also problematic in so far as it
ignores life experiences of millions of working class White people living in poverty, and masks
power structures and capital/labor relations in capitalist societies (Cole, 2009, p. 27).
Critical Race Theory is based on three propositions. The first proposition maintains that
various layers of racism still exist in the U.S. society. This proposition is confirmed by research
on suspension rates, dropout rates, and incarceration rates. The second proposition maintains that
property rights, rather than human rights, are determining factors in U.S. society. Considering the
fact that democracy in the United States is founded on capitalism, it is not surprising that
property-owning plays an important role in the hierarchical structure of this country. Finally, the
third proposition states that the intersection of race and factors such as gender and class has
created inequity, inequality, and discrimination in society in general, and in educational settings
in particular (Ladson-Billings & Tate, 1995, p. 48). Delgado and Stefancic (2001, p. 7) also
identify five tenets as the hallmarks of CRT: (a) racism is pervasive in U.S. society, i.e., most
people, especially people of color, have to deal with it in their daily lives, (b) dominant group
members have aligned interests, i.e., they never take benevolent moves toward racial justice
unless, as Bell (1980) states, their own interest is assured, (c) race is constructed and
reconstructed through social interactions, which means it is not a scientific reality, (d)
intersectionality of race, sexual orientation, class, and nationality plays an important role in
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social contexts, and finally (e) counter-narrative or counter-story telling is a powerful tool in
CRT since it describes situations from a vantage point other than the one presented to the public.
Ladson-Billings (2013) posits that counter-story telling is an effective tool to illustrate and
underscore how law or policy operates regarding social/racial justice (p. 42).
Critical Race Theory and Education
CRT educators highlight achievement gaps between students of color and their White
counterparts. Statistics show that, nationwide, in 2011-2012 school year, the rate of graduation
for Black students, Hispanics, and Whites were 69%, 73%, and 86% respectively (Governing,
2017). Also, the School-to-Prison Pipeline (STPP), which is a complex of school suspensions,
dropouts, and incarceration, affects certain groups of students more than others (Bahena, Cooc,
Currie-Rubin, Kuttner, & Ng, 2012; Kim, Losen, & Hewitt, 2010). Noguera (2008) has
demonstrated that males of color experience more disciplinary actions and suspensions relative
to other students. Other studies have also found that boys of color are more likely to be
disciplined than girls (Sadker & Zittleman, 2013).
CRT scholars report that students of color in general, and African American students in
poor and low-income families in particular, are among the groups that are most likely to be
suspended and expelled (Baron, 2010; Fenning & Rose, 2007; Losen & Gillespie, 2012;
Noguera, 2003b; Skiba, Michael, Nardo, & Peterson, 2002). A similar pattern is found among
African American female students (Winn, 2011). Therefore, in the field of education, CRT
scholars advocate a revolutionary type of multiculturalism (e.g., Cole, 2009, p. 69). Numerous
CRT scholars argue that teachers should discuss concepts such as race and racism in their
classrooms and should raise their students’ awareness about the impacts of the intersection of
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racism with other forms of oppression in perpetuating racism in the society (McLaren &
Farahmandpur, 2005, p. 147; Solόrzano & Yosso, 2001, p. 599; Yosso, 2005, pp. 70-72).
Critical Pedagogy
Greatly influenced by Paulo Freire’s (1970) work, Pedagogy of the Oppressed, critical
pedagogy, as a theoretical and practical framework, emerged during the 1970s. Focusing on the
relation between power, education, and oppression, this “inaugural philosopher of critical
pedagogy,” as McLaren (2000, p. 1) calls him, posed pedagogical questions regarding social
agency, voice, and democratic participation (Darder, Baltodano, & Torres, 2003, p. 6)
Critical pedagogy, as a form of cultural politics, makes a connection between pedagogy
and popular culture as a significant force in shaping students’ perspectives about themselves and
their learning (Giroux & Simon, 1989, p. 238). Emphasizing human agency, critical pedagogy
encourages students to take responsibility for the future of society. As Giroux (2007) states,
critical pedagogy attempts to educate students “to become critical agents who actively question
and negotiate the relationships between theory and practice, critical analysis and common sense,
and learning and social change” (p. 1). Edward Said (2001) also contends that critical pedagogy
aims to cultivate in students a “willingness to temper any reverence for authority with a sense of
critical awareness” (p. 501).
Critical pedagogues believe that knowledge is not neutral and, as Freire (1970) argues, all
data are formed by the context and by the individuals; therefore, teachers should place an
emphasis on the contextualization of events and encourage their students to think critically and
question the data presented to them (Kincheloe, 2008, p. 33). They also believe that the impact of
power relations can be traced in every aspect of pedagogy; therefore, teaching is inherently
political and is not separable from social justice and democracy (Kincheloe, 2008, p. 8). Being
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advocates of social empowerment and giving voice to those who are often silenced, critical
pedagogues support mutual engagement of lived differences and disapprove silencing of a great
number of voices by a single dominant discourse (Giroux & Simon, 1989, p. 243).
Advocates of critical pedagogy are aware of various forms of oppression (e.g., racism,
sexism, and classism) and the intersectionality of these forms in various contexts. Weaving an
anticolonial, critical, and feminist perspective into Freirean thought, bell hooks (1984), for
example, advocates a transformative and emancipatory form of education in which educational
leaders are clear about the impacts and consequences of race, ethnicity, socioeconomic class,
religion, and nationality in a context of oppression. Also, focusing on hegemony as a process for
maintaining power, Gramsci (1971, p. 344) argues that various elements such as religion can be
exploited by the oppressors to manipulate and mold public opinion so that people perceive the
world from the vantage point of the oppressors.
Being aware of factors involved in oppression, critical pedagogues are sensitive to
curriculum materials designed to perpetuate inequity and oppression in the society. As Apple
(1979) states, most school textbooks explicitly or implicitly focus on consensus in society as a
pronounced feature; they view students as “value-receiving persons rather than as value-creating
persons” (p. 93). Critical pedagogues are sensitive about hidden messages within the texts and
try to include in their curricula instructional materials that reflect the multiple perspectives
inherent to a pluralistic society.
From the standpoint of critical pedagogues, schools are sites of struggle with ongoing
relations of power, as well as places to promote change from within (Giroux & Simon, 1989, p.
236). Du Bois (1973), for example, explains the role of schools in transforming society and
raising marginalized groups’ awareness about mechanisms of oppression (p. 14). Focusing on
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White hegemony, he talks about the internal conflicts experienced by the oppressed people, such
as African Americans, and introduces the term double consciousness to explain the importance
of self-awareness and self-respect when seeing themselves from the perspective of the oppressors
(Du Bois, 1903). Kincheloe (2008) expands the definition and concludes that,
Pedagogy of second sight is grounded on the understanding that a critically educated
person knows more than just the validated knowledge of the dominant culture - she
understands a variety of perspectives about the issue she studies. Subjugated
perspectives, of course, are given high priority in this critical context. (p. 62)
Steinberg (2007) points to the fluid and dynamic nature of critical pedagogy and states that
critical pedagogues are constantly in the process of rethinking, reevaluating, and redefining
concepts, curriculum materials, and their own viewpoints (p. ix).
In order to resist the negative impacts of neoliberalism, the Brazilian educator and
political activist, Paulo Freire (Shor & Freire, 1987) argues that educators, scholars, and
researchers who believe in the role of education in promoting democracy should not confine
themselves to institutional spaces; they must increase their presence outside schools and
politicize their research. They must become active “cultural workers” and develop political
clarity regarding the structure of power and social injustice (p. 131). The advocates of critical
pedagogy (e.g., Freire, 1970; Giroux, 1988; McLaren, 2007) believe in the revolutionary role of
educators in transforming society and promoting social justice. Giroux (1988) states,
Central to the category of transformative intellectual is the necessity of making the
pedagogical more political and the political more pedagogical . . . Within this
perspective, critical reflection and action become part of a fundamental social project to
help students develop a deep and abiding faith in the struggle to overcome economic,
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political and social injustices, and to further humanize themselves as part of this struggle.
(pp. 127-128)
Giroux (2009, p. 47) elaborates that the faculty, students, and staff in higher education need to
face two types of challenges. From a structural perspective, they have to organize national and
international movements and unions to challenge neoliberal policies within universities as well
as the whole society. From an ideological perspective, faculty and students need to share their
knowledge and skills to better understand the neoliberal policies aimed at devaluing critical
thinking and undermining viable political and social agency. Freire (1970) proposes that critical
consciousness, i.e., awareness of power relations, is necessary for unveiling structures that are
designed to protect oppressions and social injustice. He further criticizes a “banking’’ model of
education that considers students as empty vessels to be filled by teachers’ lectures. Rather, he
believes in a transformational model of education in which students are active in the process of
learning. In such a model, truth is experienced and examined through social understanding; it is
not dictated by testing policies (Gibson, 2007, p. 178).
Hill (2007, p. 134) also points to the role of educators and teachers for promoting
economic and social justice. He maintains that opposition to oppressive laws and capitalist
actions creates a feeling of solidarity and pride, which, in turn, can develop both individual and
collective confidence and commitment. He continues that, by engaging in critical transformative
practice, educators, teachers, and students can help build a fuller and richer democracy (p. 137).
Critical Multicultural Education
Multicultural education grew out of the Civil Rights Movement of the 1960s, wherein
African Americans and other groups demanded that their histories, cultures, and experiences
should be reflected in the materials used in educational institutions. Multicultural educators focus
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on the ways schools eliminate cultural diversity through assimilation (Banks, 2001, p. 105).
Spring (2007) has studied the historical role of education in eliminating many ethnic groups and
their cultures in the curriculum and promoting a Euro-centric culture in the United States. Hill
and Torres (2010) also have examined the role of school curricula in devaluing non-EuroAmerican cultures. Sleeter (2011), too, points to the passage of HB 2281, which bans ethnic
studies from the academic curriculum of an Arizona school district, and explains how such legal
actions promote the assimilation of all students. Multicultural educators argue that valuing all
children regardless of their race, gender, and class, significantly affects their success in education
(Noguera, 2003a, p. xii). Banks and Banks (2013) define multicultural education as:
an idea, an educational reform movement, and a process whose major goal is to change
the structure of educational institutions so that male and female students, exceptional
students, and students who are members of diverse racial, ethnic, language, and cultural
groups will have an equal chance to achieve academically in school. (p. 1)
Critical multicultural education, however, puts a great emphasis on the “structural
analysis of unequal power relations and analyzing the role of institutionalized inequities,
including but not necessarily limited to racism” (May & Sleeter, 2010, p. 10). Adopting such a
standpoint, critical multicultural educators do not simply appreciate cultural differences; rather,
they challenge racism and all other forms of injustice (Berlak & Moyenda, 2001).
Critical multicultural education proposes three measures to be taken by educators and
teachers to reduce the negative impacts of neoliberalism on students: (a) resist the neoliberal
policies and, similar to many scholars (e.g., Clawson & Page, 2011; Ross & Gibson, 2007),
speak up for equal opportunity to achieve higher education, either by offering need-based
financial aid, or, in its radical form, by providing free higher education to all; (b) teach students
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the impact of the power structure on higher education and encourage them to advocate for
themselves; and (c) be an advocate for a revolutionary type of education, which, rather than
focusing on training, develops qualities of mind such as critical thinking and creativity (Lucal,
2015, pp. 10-12). However, overcoming the negative impacts of neoliberal policies on education
is challenging and demands a comprehensive effort.
Scholars and educators (e.g., Banks & Banks, 2013; Nieto & Bode, 2012; Sleeter &
Grant, 2009) do not limit critical multicultural education to a specific situation; rather, they use
the term to refer to all national and international educational reforms that challenge various
forms of injustice and attempt to increase educational equity for students with different ethnic,
cultural, and social class backgrounds. As with critical pedagogy and the CRT framework,
critical multicultural education considers school as a social system in which each major variable,
such as educators, faculty and staff, curriculum, materials, and power relations, should be
designed to promote social justice and equity for students coming from different backgrounds.
As an educational reform movement, critical multicultural education encourages all
educational elements (e.g., faculty, students, staff) to be active and work for raising public
awareness. Finally, critical multicultural education is an ongoing process in so far as its goals
(educational equality, liberty, and justice) are never fully achieved. In fact, dismantling racism,
sexism, heterosexism, and ableism (disability discrimination) is not an easy task and demands
participation from all elements. Moreover, it is likely that whenever discrimination toward one
group is reduced, discrimination toward other group(s) is increased; therefore, critical
multicultural education, as a process against injustice, never stops.
As a summary, the conceptual and theoretical framework of this study was based on CRT
and the researcher’s belief in critical pedagogy and critical multicultural education. More
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specifically, the focus was on immigrants’ experiences of discrimination and the impacts of
discrimination on their ethnic and racial identity from a CRT perspective, what I call an ImCrit
perspective. With such a background, neoliberal educational policies were looked upon as one of
the reasons for an achievement gap between immigrant and non-immigrant students. In order to
see, how immigrants deal with barriers they face towards achieving their goals in higher
education, this study explored the impacts of acculturation patterns and processes on 1.25generation third-wave Iranian immigrants’ success in higher education.
Neoliberalism as the New Jim Crow in the Field of Education
Advocating a monolingual and monocultural form of education, neoliberalism has caused
an ever-increasing achievement gap among students. As Arum and Roksa (2011) state, students’
achievement gap is not solely due to students’ diverse backgrounds. In fact, the role of
policymakers and educational institutes in increasing this academic gap is highly remarkable. In
fact, neoliberal educational policies serve to reproduce social inequality by aligning academic
success to familial cultural capital (Bourdieu, 1973). The impacts of these policies (e.g., highstakes testing and standardized tests) on immigrants, especially those whose primary language is
not English and come from a different cultural context, is detrimental. In fact, an educational
system that is based on neoliberalism serves to divide students into two groups: (a) academically
successful students, who are mostly the White privileged middle- to upper-class students, and (b)
academically adrift, who are mostly non-White lower middle- to lower-class students (Arum &
Roksa, 2011). With an eye to Critical Race Theory, critical pedagogy, and critical multicultural
education, this study aimed to see how immigrants deal with the negative impacts of neoliberal
policies when accomplishing their educational goals. Since familiarity with the language and
culture of the host country plays a role in immigrants’ educational success (Rao, 2008, p. 85),
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this study explored the acculturation patterns and processes of 1.25-generation immigrants to see
the impacts of these patterns and processes on immigrants’ success in higher education. The
focus was on 1.25-generation third-wave Iranian immigrants to the United States. Berry’s (2001)
model of acculturation was used to examine the participants’ acculturation patterns and
processes.
Berry’s (2001) Model of Acculturation
This study used Berry’s (2001) model of acculturation to look at acculturation patterns
and processes of 1.25-generation U.S. immigrants. Berry’s (2001) model of acculturation has a
multidimensional approach to the process of acculturation. As was detailed in the second
chapter, Berry’s (2001) model of acculturation proposes that two culturally different groups go
through eight stages in their acculturation trajectories when they come into contact (whether
physical or symbolic). The more dominant society goes through four stages: (a) melting pot, (b)
segregation, (c) multiculturalism, and (d) exclusion. The minority groups or subordinate groups
also go through four stages: (e) assimilation, (f) integration, (g) separation, and (h)
marginalization.
The significance of Berry’s (2001) model of acculturation lies in three factors: (a) it
considers multiple outcomes for intergroup contacts, (b) it considers acculturation as a reversible
process and does not ignore the possibility of minority group members’ reversion to their former
cultural heritage during each stage of the process, and (c) it considers a role of agency for
immigrants in selecting or rejecting cultural traits of their country of origin or their host country.
Berry et al. (2006) have found this model applicable for examining the process of acculturation,
ethnic identity development, and adaptation among youth from multiple countries such as
Australia, Canada, Israel, and New Zealand. Many studies (e.g., Schwartz et al., 2010; Schwartz
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& Zamboanga, 2008) also have used Berry’s (2001) model and found it valid and reliable in
examining individuals’ level of acculturation to a host environment. Figure 4 is a visual
illustration of the theoretical framework of this study.

• The impacts of
neoliberalism
on immigrants'
education
Critical Race Theory
Critical Pedagogy
Critical Multicultural Education

Berry's Model of
Acculturation
• How immigrants
deal with barriers
to their educational
goals

• The impacts of
acculturation
patterns on 1.25generation
immigrants'
success in higher
education

Filling the Gap

Figure 4: Visual diagram of the theoretical framework of the study

As figure 4 illustrates, CRT was used in this study to critically explore the impacts of neoliberal
policies on immigrants’ education. Also, Berry’s (2001) model of acculturation was used to see
how immigrants deal with barriers to accomplishing their educational goals. The aim was to fill
the research gap on the impacts of acculturation patterns and processes on 1.25-generation
immigrants’ success in higher education.
Methodology
This section examines the central components of a study on the impacts of acculturation
patterns and processes on 1.25-generation third-wave Iranian immigrants’ success in U.S. higher
education. The rationale for the chosen context, participants, data sources, data collection, and
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data analysis techniques will be discussed. The role of these particular elements in the study’s
efficacy will be explained and a table illustrating the research timeline will be provided.
Setting
While Iranians’ immigration is a relatively recent phenomenon, the community is a fastgrowing one. Among all countries, the United States has been the most favorite destination for
Iranian immigrants. In fact, with a population of approximately two million, Iranian immigrants
in the United States constitute the largest Iranian community outside Iran (Iranian National
Organization for Civil Registration, 2012; Katzman, 2016). Similar to many U.S. immigrants
coming from myriad nations looking for a sunny and green place to live, majority of U.S. Iranian
immigrants have chosen California as their final destination (Ansari, 2011; Wells, 2015). Fleeing
from the political turmoil and restricted personal freedoms that occurred after the Islamic
Revolution in 1979, approximately 60% of U.S. Iranian immigrants live in California. Majority
of this population live either in the San Francisco Bay Area or in Los Angeles, which they refer
to as Tehran-geles due to its resemblance to Tehran, the capital of Iran, in many ways (Ansari,
2011, p. 1080; Hakimzadeh, 2006; Hakimzadeh & Dixon, 2006; Madjzoob, 2000). Most
researchers (e.g., Lampert, 2008, p. 50), however, believe that the number of Iranians living in
the United States is underrepresented in the American Community Survey (ACS) due to factors
such as community members’ reluctance in identifying themselves as such because of the
political tensions and problems between Iran and the United States after the 1979 Islamic
Revolution in Iran. Many Iranians have been forced to either change their names or misrepresent
their ethnic identity in order to avoid potential confrontations and differential treatment (Ansari,
2011, p. 1098). As such, there is a dearth of information about Iranian students who live in the
United States in general, and in the State of California in particular (Madjzoob, 2000).
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Having more than 30 TV channels and 5 radio stations broadcasting in Farsi from
California to other parts of the world and owning a great number of small and large businesses,
the community of Iranians in California has become a well-established immigrant community
(Ansari, 2011). I conducted this research in the San Francisco Bay area where I was able to
select the research participants from one of the largest and most diverse community of Iranians
coming from a wide range of social, cultural, educational, religious, and economic backgrounds.
Participants
Participants of this study were selected from Iranian immigrants who live in the United
States, an understudied and underrepresented minority group whose members have been exposed
to various discriminatory actions after the Islamic Revolution in Iran in 1979. Such actions
exacerbated after the 9/11 attacks, while no proof was found to connect Iranians to the tragedy
(Maghbouleh, 2017).
Compared to other groups of U.S. immigrants, Iranians constitute a new community with
a population of approximately two million (Iranian National Organization for Civil Registration,
2012; Katzman, 2016). Among all immigrants, Iranians are one of the groups that have
involuntarily immigrated to the United States as a result of having no political, social, and
religious freedoms in their home country (Mossayeb & Shirazi, 2006, p. 42). Iranians have not
only brought to the U.S. the rich Persian culture, one of the oldest cultures of humankind, but
also a considerable amount of wealth. Having middle- to upper-class financial status, Iranians
have formed one of the richest waves of immigrants to the United States (Mitchell, 1990). In
fact, being attached to the original culture, being open to the merits of other cultures, having
middle- to upper-class families, and being highly educated have made Iranian immigrants
distinct from many other arrivals in the United States.
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Conducting this research with Iranian immigrants provided the best opportunity to
describe acculturation patterns of immigrants coming from a totally different cultural context
than that of the United States. While cultural values and ethical principles of the United States
are based on individualism, those of Middle-Eastern nations in general, and Iranians in
particular, are founded on collectivism. In Iran, for example, extreme respect for the old, sanctity
of familial ties, and rebuke of divorce are considered as social norms. Such norms, as Chen
(2012) maintains, are sometimes in conflict with the prevailing norms of U.S. society. Therefore,
conducting this research with 1.25-generation Iranian immigrants, who were very likely to show
resistance towards cultural shift, provided opportunities to examine the ways adopting or
rejecting cultural values of a host country might influence immigrants’ success in higher
education. Moreover, my familiarity with Iranians’ language and culture was an asset when
analyzing and interpreting the collected data and helped me provide an emic perspective of the
issue at hand.
Some researchers (e.g., Seidler, 1974, as cited in Tongco, 2007) believe that five is the
minimum number of participants needed to establish reliability in a qualitative study, while
others do not consider the number of participants a factor in determining the reliability of a
study. However, I conducted this research with 12 (6 male and 6 female) participants. This
number of participants allowed me to have an equal number of male and female participants and
to compare the data along gender lines. It also enabled me to have a more revealing picture of the
process and to collect rich data regarding participants’ cultural experiences in their new country
(Becker, 1970, p. 51; Maxwell, 2012, p. 43). Rich and varied data provided an opportunity to
look at various factors involved in participants’ acculturation trajectories and the impacts of
these trajectories on their success in higher education.
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All participants were selected from 1.25-generation immigrants. This demographic has
come to the United States in their adolescence, i.e., approximately between the ages of 13 to 17.
Compared to other immigrant children, 1.25-generation immigrants’ experiences are closer to
those of first-generation immigrants; they have relatively clear memories of life prior to
migration (Rumbaut, 2004, p. 1167). In other words, 1.25-generation immigrants are those who
have arrived as adolescents and are more likely to have outlooks similar to those of the firstgeneration immigrants. The participants were selected from among 25- to 40-year-old Iranians
who had received Bachelor’s or higher degrees from U.S. universities; having a graduate degree
complies with success criteria in the United States (Eckel & King, 2007). Since it takes time for
Iranian students to get their transcripts and credentials validated, take the English tests (e.g.,
TOEFL or GRE), and complete other requirements of university applications, selecting 25- to
40-year-old participants seems logic for having participants with university degrees.
All participants were selected from among third-wave Iranian immigrants. Third-wave
Iranian immigrants are those Iranians who have immigrated to the United States after 1981, i.e.,
after the outbreak of the Iran-Iraq War. Unlike first-wave Iranian immigrants who had short-term
interactions with the culture of the United States, or second-wave Iranian immigrants who were
hoping to return to their home country after a short period of time, third-wave Iranian immigrants
have experienced many economic, political, and social hardship after the revolution in their
homeland and are relatively more likely to stay in their new country for the rest of their lives. As
Steiner (2009) posits, type of migration and underlying motivations for migration affect
acculturation patterns. While it is perhaps to be expected that Iranians who have left their country
involuntarily would show more cultural resistance than cultural shift, Ostovar (1997) has found
that Iranian immigrants tend to exhibit more cultural incorporation than cultural resistance.
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Therefore, the findings of this study could shed some light on Iranians approaches to
acculturation.
Data Sources and Data Collection
In this study, I adopted a purposive, convenient, and snowball sampling to identify the
appropriate participants for this study. Purposive sampling is a nonrandom technique in which
the researcher “sets out to find people who can and are willing to provide information by virtue
of knowledge and experience” (Tongco, 2007, p. 147). Purposive sampling allowed me to
conduct the research with those participants who had all of the required criteria. Also within the
time constraint of this research (almost two semesters), a convenient sampling allowed me to
find the right participants for this study in a shorter period of time. Snowball sampling also
enabled me to connect with a large number of qualified participants as each participant knew or
introduced another person who had the research criteria.
At the beginning of data collection, I posted a flyer in public areas of the San Francisco
Bay Area where it was more likely that Iranians commute, such as Iranian community centers,
university campuses, Iranian restaurants, and coffee shops. The authorities’ approval was
obtained before posting the flyers on the walls when necessary. The flyer was also sent via email to those who asked for a digital copy. Since participants of this study were selected from
Iranians who had obtained Bachelor’s or higher degrees from U.S. universities, they were
familiar with both English and Farsi. Therefore, two copies of the flyer, one in English (see
Appendix A) and one in Farsi (see Appendix B), were posted in order to attract more people’s
attention to the research.
The flyer indicated the purpose of the study, the criteria for participants’ recruitment, and
the time each participant was required to allocate for a one-on-one interview and a member-
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checking session that was performed no later than four months after each interview. Light snacks
were provided during interviews and participants received a total of $35 cash as an incentive for
their participation time. During this phase, 12 interested participants who had all of the required
criteria were selected from among those who had contacted the researcher. There were three
phases in this research: (a) introductory, (b) interview, and (c) member-checking.
Introductory Session
At the beginning of each introductory session, that took place in a public space, I
introduced myself and explained about my personal and professional connection to the study. In
this session that took 30 to 60 minutes, participants were informed about the purpose and
procedure of the research. At the end of the introductory session, the participants were invited to
ask if they had any question regarding the research. Individuals then received $5 each for their
participation time and were given time to think whether they want to continue and be part of the
study. Each interested participant was asked to sign a consent form (See Appendix C) that
contained the main purpose of the research and asked the participant’s permission for the
researcher to interview him or her, audio-record the interview, collect the required data, analyze
the collected data, and use the data for possible publications. The signed consent form of each
participant was collected at the end of his or her introductory session and both the researcher and
the participant decided about a suitable date, time, and place for a one-on-one interview. Based
on the participant’s preference, the interview was conducted right after the introductory session.
Interview Session
The participants were separately interviewed for one to two hours in a public space in the
San Francisco Bay Area such as a study room of a public library, a community center, a
restaurant, or a coffee shop that was convenient and safe for the interviewees and the researcher.
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A two-section semi-structured interview protocol (see Appendix D) that contained open-ended
questions was used by the researcher. The first section of the interview protocol contained
questions regarding the participants’ social networks and interactions while they were at school,
at home, or at work, if they were working. The second section of the interview protocol
contained questions regarding the participants’ educational achievements and barriers they had
faced during their educational career in the United States. I used Mendoza’s (1989) Cultural Life
Style Inventory (CLSI) to design the interview questions.
Adopting a multicultural approach to acculturation, Mendoza (1989) originally designed
the CLSI empirical scale to study acculturation patterns of Hispanic-American immigrants. He
found that individuals may display cultural shift in certain contexts and cultural resistance in
other contexts. As an empirical instrument, CLSI can be used to explain the complexities of the
processes of acculturation. It has been modified and used by many scholars and has been proven
to provide reliable results across various settings (Dorani, 2014, pp. 20-26). Iranian researchers
(Afrookhteh, 2010; Azinkhan, 2013; Ghaffarian, 2001; Kadkhoda, 2001; Ostovar, 1997) also
have used CLSI to measure the level of acculturation of Iranian immigrants in various contexts.
A summary of the types of items included in CLSI adopted from Mendoza (1989, p. 377) is
provided in Appendix E. A modified version of CLSI used by Azinkhan (2013) in her research
on factors affecting Iranian immigrants’ acculturation is also provided in Appendix F. As is
illustrated, CLSI contains five relatively orthogonal dimensions: (a) intrafamilial language use,
(b) extrafamilial language use, (c) social affiliation, (d) cultural familiarity, and (e) cultural
identification and pride. More specifically, in order to examine acculturation patterns of
individuals, Mendoza’s (1989) CLSI looks at individuals’ preferences for a certain language,
lifestyle, food, music, and type of films as well as the patterns found in their social networking
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when living in a new country. Using Mendoza’s (1989) CLSI to design the questions for the first
section of the interview protocol enabled me to examine participants’ preferences towards their
original cultural customs and/or those of the U.S. culture.
The interview protocol was semi-structured to make the participants feel more
comfortable during the interviews and to allow them to express their thoughts and emotions
freely. Semi-structured interviews also helped me to elicit rich information from each participant
and to put greater emphasis on the participants rather than on me as the researcher (Lassetter,
Mandleco, & Roper, 2007). Due to the emergent nature of the qualitative inquiry, the protocol
questions were representative, not exhaustive. Based on the participant’s responses, further
questions emerged; however, those questions were in line with the focus of the study. At the end
of each interview session, the participant received $20 cash ($10 per hour) as an incentive for his
or her participation time.
Member-Checking Session
Each participant was sent an invitation (see Appendix G) to take part in a memberchecking session that took between 30 to 60 minutes. Member-checking is a common phase in a
qualitative research and aims to increase the validity of the study. During the member-checking
sessions that took place no later than four months after the interview sessions, the participants
learned about the findings and implications of the study. Then the participants were asked to
review the way I had described their interviews and provide feedback on the accuracy of how
their individual contribution was recorded. At the end of the member-checking session, each
participant received $10 cash ($5 per 30 minutes) as an incentive for his or her participation
time. The whole process of data collection was conducted in English. Since the participants were
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selected from highly educated Iranians, conducting the interviews in English was not
problematic. I audio-recorded, transcribed, and codified all the collected data for further analysis.
The Role of the Researcher and the Research Timeline
As the sole researcher in this study, I created the interview protocol, conducted the
interviews, transcribed the data, analyzed the collected data, and was responsible for safe storage
of all data sources. Special attention was paid to ensure the anonymity, privacy, and
confidentiality of all participants. To make sure all the steps are performed in a timely manner, a
timeline was used. Table 1 provides the timeline that guided the completion of this study:

Table 1
Research Timeline
TIME

ACTION

April 2018
May 1, 2018
June 2018 – July 2018
August 2018
September 2018
October 2018
November 2018

IRB approval obtained
Recruiting the participants started
Introductory sessions and interviews conducted
Transcription of data completed
Analyzing the transcribed data completed
Member-checking sessions conducted
The study completed and presented

As is illustrated in Table 1, the research started after obtaining the IRB approval in April 2018
and ended in November 2018.
Alignment of the Research Questions with the Interview Questions
In all types of research, it is very important that the research method complies with the
research questions. This qualitative study was conducted with 12 (6 male and 6 female) 1.25generation third-wave Iranian immigrants to the United States. Each participant took part in an
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interview and was asked two sets of questions (see Appendix D). Table 2 illustrates the
alignment of the research questions with the interview questions.

Table 2
Alignment of the Research Questions and Interview Questions
Research Question
How and in what ways do acculturation patterns
and processes of 1.25-generation third-wave
Iranian immigrants to the United States affect
their success in higher education?

Data Source
Q1 to Q6 of the second set of the
interview questions and a comparison
made between the answers given to these
questions and the ones given to the
questions of the first set of questions in
the interview protocol (Appendix D)

How and in what ways have 1.25-generation
third-wave Iranian immigrants’ cultural values
changed after immigration to the United States?

Q1 to Q19 of the first section of the
interview protocol (Appendix D)

How, if at all, does 1.25-generation third-wave
Iranian immigrants’ resistance to adopt U.S.
cultural values and norms affect these
immigrants’ success in higher education?

Q9 of the second set of the interview
questions and a comparison made
between the answers provided for the first
and the second set of questions in the
interview protocol (Appendix D)

In what ways do the educational experiences of
1.25-generation third-wave Iranian immigrants
to the United States differ due to gender?

Q7, Q8, and Q10 to 15 of the second set
of questions in the interview protocol
(Appendix D)

As Table 2 illustrates, Q1 to Q 19 of the first section of the interview protocol focused on the
participants’ cultural experiences, while Q1 to Q15 of the second section focused on the impacts
of the participants’ cultural changes on their academic achievement.
Data Analysis and Interpretation
All notes and data collected from the interviews were transcribed. I coded all the
transcribed data and used an inductive coding strategy to interpret the data. As is suggested by
Creswell (2016, p. 154), I used memoing to refine codes, develop themes, and discern patterns.
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This process was composed of categorizing and reorganizing data in order to recognize the
relationships among categories and elements involved in a pattern (Maxwell, 2012, p. 44). In this
process, I looked at the participants’ answers to a given interview question and used different
colors to highlight the codes found in their answers. For example, the participants’ answers to the
sixth question of the second section of the interview protocol were reviewed to understand the
similarities and differences between male and female participants in terms of educational
experiences. As Maxwell (2012) suggests, employing coding strategies help researchers “to
develop a model of the connections or relational patterns among the categories” (p. 118).
I also used member-checking to mitigate my biases and to ensure an emic perspective of
the issue at hand. An emic perspective provides information about the distinctive features of a
culture from the perspectives of the insiders of that culture (Kottak, 2015, p. 53). As Spivak
(1988) states, much of Western academic study has its own underlying biases and fosters
colonial implications when defining the “other” and exploring non-Western societies, especially
when it comes to Muslim communities, which are commonly associated with terrorism by the
western media. This makes studying the U.S. Iranian immigrants’ community from an emic
perspective even more important. I also reviewed and completed my notes right after each
interview and reported the data without any manipulation. The participants were informed about
the findings and were asked to provide their feedback on the findings and the way their
participation was recorded.
Ethical Considerations
This research had human participants. In accordance with the regulations of such
research, I adhered to all protocols intended to protect participants from any potential risks. I
obtained IRB approval (see Appendix H) from the Institutional Review Board (IRB) at the
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University of Nevada, Las Vegas. During the recruitment and consenting procedures, all the
participants were informed of the purpose and procedure of the research as well as their own
rights. Participants’ confidentiality was assured by asking them to choose a pseudonym that they
like and is meaningful to them. The key linking the pseudonyms to participants’ real names was
only available to the researcher. No reference was made in written or oral materials that could
make the participants identifiable. Privacy was protected insuring that data collection procedure
(introductory, interview, and member-checking sessions) take place where those who were
around could not hear the conversations between the interviewees and the interviewer. All
records were stored in the researcher’s password-protected computer; they will be destroyed 5
years after the completion of the study. After the storage time, all the collected data will be
shredded in the case of paper documents, permanently deleted in the case of digital documents,
and permanently erased in the case of audio records.
Efficacy
Immigrants encounter different and, at times, conflicting social, political, and cultural
contexts when moving to the United States. With a reference to Turner’s (1893, pp. 171-181)
“melting pot” model, some scholars and politicians (Chua, 2008; Huntington, 2005) posit that
assimilation to the mainstream American Culture (Americanization) is requisite not only for U.S.
national identity, but also for success in this country. Some (Lilla, 2016) even go so far as to say
diversity is “disastrous as a foundation for democratic politics” and recommend that foreign-born
immigrants and their children assimilate to the mainstream culture of the United States – a
dominantly Eurocentric culture – if they seek to advance in this country. Putting an emphasis on
English, as the only language of instruction, and the mainstream American culture, neoliberal
policies support and attempt to implement such an ideology.
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Some scholars (Gans, 2007; Portes & Zhou, 1994), on the other hand, posit that
assimilation produces different outcomes in different immigrant communities. With reference to
social mobility, these scholars make a distinction between upward and downward assimilation
and argue that, in an economy that offers only unskilled jobs to low-income immigrants, their
assimilation may even harm them and lead to their downward mobility. Portes and Zhou (1994,
p. 22) assert that assimilation is not proven to be requisite for success in education. They have
conducted research on the adaptation processes of Mexicans, Punjabi Sikhs, West Indians,
Cubans, and Haitians living in the United States and have concluded that, in some cases,
immigrant students have outperformed their American counterparts, while they valued their
original cultural heritage and were proud of their traditions. In fact, from the standpoint of
critical pedagogy and critical multicultural education, assimilation is not required for success in
education. Since Iranians enjoy an ancient cultural heritage, of which most of them are proud,
conducting research on the influence of acculturation on 1.25-generation Iranian immigrants’
success in higher education provided new information on the relationship between
acculturation/assimilation and academic success for this population.
Chapter Three Summary
Chapter Three provided the methodological details for a study of the impacts of
acculturation patterns and processes on immigrants’ success in higher education. The theoretical
and conceptual framework of the study and the method that was used to conduct this research
were discussed in detail. It was explained that a qualitative approach was used to provide an indepth description of the impacts of acculturation patterns and processes on 1.25-generation thirdwave Iranian immigrants’ success in U.S. higher education. Within the realm of a qualitative
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research, a multiple case study was used to explore the individuals’ particular social, cultural,
and educational experiences.
Based on specific criteria, twelve (six male and six female) participants were selected
from Iranian immigrants who lived in the San Francisco Bay Area, California. Each participant
separately took part in one introductory, one interview, and one member-checking session.
Interviews were audio-recorded and transcribed for further analysis and emerging themes and
patterns. Next chapter, Chapter Four, will elaborate on the findings of this study. Chapter Five
also will discuss the relevance of the findings and the research questions. The implications and
significance of the study will be reviewed in detail.
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CHAPTER FOUR: FINDINGS
Introduction
This study aimed to explain how immigrants’ acculturation patterns and processes
possibly affect their success in higher education. Although current literature has highlighted the
importance of immigrants’ acculturation trajectories, limited research (almost none) is available
on how acculturation patterns might affect 1.25-generation immigrants’ success in higher
education. Not surprisingly, little research exists regarding the strategies these immigrants use to
succeed in U.S. higher education.
This study utilized a qualitative multiple case study approach to describe the cultural and
academic experiences of 1.25-generation third-wave Iranian immigrants in the United States.
CRT was used as the theoretical and conceptual framework to review the impacts of
neoliberalism and racism on immigrants. The aim was to explain how educational policies that
are based on monolingualism and monoculturalism impact academic performance of immigrant
students in the United States. As Taylor, Gillborn, and Ladson-Billings (2016) state, “racial
analysis can be used to deepen understanding of the educational barriers for people of color, as
well as exploring how these barriers are resisted and overcome” (p. 8).
The preceding chapters introduced the foundation of this study, reviewed the literature on
neoliberalism and acculturation, and discussed the details of the methodology employed. Chapter
One discussed the rationale for this study. Adopting a CRT approach, the impacts of
neoliberalism on students, particularly immigrant students, were discussed. Chapter Two
reviewed the existing literature on the impacts of neoliberalism on education and higher
education. The literature on acculturation patterns of immigrants was reviewed and the gaps in
current research regarding acculturation patterns and processes of 1.25-generation immigrants
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were identified. Chapter Three provided a detailed explanation about the methodological
approach, recruitment of participants, context, data sources, and the process of data collection.
Chapter Four describes the findings obtained from interviews with the 12 participants of
this study and how those findings help fill the research gap in the literature. It focuses on the key
themes that emerged from analyzing the transcribed data and details the relationship between the
themes and the research questions. Chapter Four starts with a brief review of the purpose of the
study and the research questions as well as the transition process leading to data analysis. This
chapter continues with detailed description of the participants’ profiles to provide a better
understanding about the participants’ acculturation trajectories and the impacts of these
trajectories on the participants’ success in higher education. In closing, Chapter Five will discuss
the interpretations and implications for future research on the impacts of acculturation on 1.25generation immigrants to the U.S. and the strategies that might be used to overcome the barriers
to succeeding in higher education.
Review of the Problem Statement and Purpose of the Study
This study began with my interest in a problem rooted in the inequalities and social
injustices caused by neoliberalism. While immigrants’ children account for approximately 20%
of school-age children in the United States (Camarota & Zeigler, 2016; Gibson, 1998, p. 615),
there persists an increasing academic achievement gap between immigrant and non-immigrant
students, especially when it comes to higher education (Baum & Flores, 2011; Rong & Preissle,
2008). Since the majority of jobs require high-level educational degrees (Carnevale, Smith, &
Strohl, 2010), the achievement gap between immigrant and non-immigrant students will finally
lead to an increase in the number of jobless immigrants in the future, a process that will
ultimately have a negative effect on the U.S. economy.

104

Adopting a CRT framework, this study focused on the impacts of acculturation patterns
and processes on 1.25-generation third-wave Iranian immigrants’ success in higher education.
More specifically, the study used an ImCrit perspective, a term that I coined to refer to a branch
of CRT that focuses on immigrants’ experiences in contexts of oppression and discrimination.
The goal was to see what barriers immigrants face towards accomplishing their educational goals
and what strategies they use to overcome these barriers. While Iranians constitute a large
community in the United States, the impacts of acculturation patterns on their success in higher
education are underrepresented (if ever represented) in the literature. This study aimed to fill this
research gap. The goal was to amplify the voice of immigrants, particularly Iranians, regarding
the barriers they face when accomplishing their educational goals and to help policymakers
create better-informed policies related to immigrants’ education.
The Transition Process from Research Questions to Data Analysis
Providing the best education for immigrant students has long been a challenge in the
United States. While there are a vast number of studies on immigrants’ acculturation patterns,
few studies have focused on the impacts of these patterns on immigrants’ success in higher
education. A review of the literature along with my personal and professional experiences as a
teacher, a student, a parent, and the researcher of this study, helped me recognize the gaps in the
existing literature regarding the impacts of acculturation patterns and processes on 1.25generation third-wave Iranian immigrants’ success in higher education.
This study started with four research questions. The first and main research question
asked about the impacts of acculturation patterns on immigrants’ success in higher education.
The first ancillary question asked about immigrants’ cultural changes after immigration. The
second ancillary question asked whether immigrants’ resistance to adopting American cultural
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values might affect their educational achievement. Finally, the third ancillary question focused
on the participants’ gender-related educational experiences. In order to answer these questions, a
variety of interview questions aligned with each research question was developed (see Appendix
D). Data was collected through interviews with 12 (6 male and 6 female) Iranian immigrants.
The participants were selected from 1.25-generation third-wave Iranian immigrants who lived in
the San Francisco Bay Area. They were between 25 and 40 years old and had obtained
Bachelor’s or higher degrees from U.S. universities.
Data Collection
The process of data collection began with distributing the research flyers both in English
and Farsi (see Appendix A and Appendix B) where it was more likely that Iranians commute,
such as Santa Clara University, San Jose State University, Stanford University, University of
Berkeley, Almaden Public Library, as well as a few Iranian restaurants and supermarkets. The
researcher also made contacts with the administrators of a few pages in Facebook (e.g., Iranians
in San Jose, Persian Ladies in Silicon Valley, Persian Women in Tech, and Magic Bay Area
Adventures-Hiking and Backpacking) to get access to more Iranians living in the Bay Area.
The data collection process consisted of three sessions: an introductory session, an
interview session, and a member-checking session. All the sessions took place separately for
each participant in a public place such as a public café or a library in the San Francisco Bay area,
California, where both the participant and the researcher felt safe and convenient. The
introductory sessions took 30 to 60 minutes each. They were designed to familiarize participants
with the researcher and the purpose and procedures of the research. The researcher, too, had the
opportunity to make sure the participants knew about the qualifications required for taking part
in the research. At the end of each introductory session, the participant was invited to express his
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or her thoughts, questions, or concerns regarding the research. Interested participants were asked
to sign a consent form (See Appendix C) that asked the participant’s permission for the
researcher to interview them, audio-record the interviews, collect the required data, analyze the
data, and use the data for possible publications. After signing the consent form and for the
purpose of confidentiality, each participant was asked to choose a pseudonym that he or she likes
and finds meaningful. Then, the participant and the researcher agreed upon a time and place for
the interview. All the interviews were audio-recorded. There were two sets of interview
questions; the first set focused on the participants’ socioeconomic and cultural background and
the second set focused on the participants’ educational experiences in the United States. In the
last phase of data collection, the participants were informed about the findings and implications
of the study. Then they were asked to review the way their interviews were described and
provide feedback on the accuracy of how their individual contribution was recorded. Each
participant received a total of $35 as an incentive for his or her participation time.
All data collected from interviews was transcribed and then screened for emergent codes
and themes. In this process, I first printed the transcribed interview data and ordered them
alphabetically based on the pseudonyms. Then I listened to the recorded interviews and read
through the transcribed data multiple times to make sure nothing was missing. I then coded and
labeled the transcribed data in chunks. I reorganized the codes and labels to recognize the
relationships among categories and find the themes. From among a wide range of themes, I
focused on the themes and patterns relevant to the research questions. Finally, I provided
interpretations of the data. The following sections describe the findings from interview sessions.
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Interviews
Each participant agreed to take part in a one- to two-hour interview on his or her cultural
and educational backgrounds and experiences. The location and time of the interviews were
decided by the researcher and the participants based on their availability. The interviews were
audio-recorded to be later transcribed, analyzed, discussed, and interpreted by the researcher.
The researcher created an interview protocol containing two sets of questions. The first
set of questions focused on the participants’ acculturation patterns. The second set of questions
focused on the participants’ experiences in the U.S. educational system. All participants
answered the same questions; however, emerging questions in line with the research questions,
for example, for the purpose of clarification or based on the participants’ answers to particular
questions, were also asked. Table 3 contains the participants’ demographic data as well as the
length and location of each interview.

Table 3
Participants' Demographic Data and Interviews' Length and Locations
Pseudonym

Gender

1. Arash
2. Bita
3. Donya
4. Farshid
5. Firoozeh
6. Hooman
7. Milad
8. Niloofar
9. Omid
10. Sahar
11. Sepehr
12. Taraneh

Male
Female
Female
Male
Female
Male
Male
Female
Male
Female
Male
Female

Length of
residence
(Yrs.)
10
10
13
9
11
18
20
17
15
17
11
16

Location of interviews

coffee shop in San Mateo
public library in Palo Alto
public library in San Francisco
public library in Los Gatos
public library in Concord
coffee shop in Berkeley
coffee shop in North Berkeley
public library in Pleasanton
public library in Almaden
public library in Santana Row
coffee shop in Downtown, San Jose
restaurant in Saratoga
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Length of the
interviews
(min.)
67
51
64
34
91
64
99
74
78
62
76
86

The first column of table 3 illustrates the pseudonyms that were selected by the participants. The
second and third columns list the participants’ self-identified gender and their length of residence
(in years), respectively. The fourth column shows the locations where interviews took place.
Finally, the fifth column represents the length of each interview in minutes. Overall, interviews
took a total of 846 minutes, i.e., 14 hours and 1 minute.
Overview of Participants’ Profiles
This study included 12 participants: Arash, Bita, Donya, Farshid, Firoozeh, Hooman,
Milad, Niloofar, Omid, Sahar, Sepehr, and Taraneh. All participants were asked two sets of
questions. The first set of questions was designed to learn about the participants’ acculturation
patterns and processes. The goal was to see how participants had culturally changed after
immigration to the United States. For example, a few questions focused on the participants’
friendship patterns, visiting patterns, knowledge of the mainstream American culture prior to
immigration, and having close family living nearby. The second set of questions was designed to
see how participants’ cultural changes had affected their success in higher education. The
questions focused on the participants’ level of success in higher education, the impacts of
familiarity with American culture prior to immigration, level of resistance to cultural shift,
educational barriers the participants had faced while pursuing their educational goals, and the
participants’ experiences (or lack thereof) of gender discrimination in the United States. In this
section, I present each participant’s profile in a similar fashion. Similar to the interviews, there
are two sections in each profile: (a) a section that focuses on the participant’s sociocultural
experiences, and (b) a section that focuses on the participant’s educational experiences in the
United States.
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Arash
Arash says he has chosen this pseudonym because it reminds him of the legendary
Iranian bowman who, according to a myth, threw an arrow that traveled a very long distance.
Arash has a BSc. in Biology from a well-known university in San Francisco. He moved to the
U.S. at the age of 16 and is now 26 years old. The decision to come to the U.S. was made by his
parents. Arash’s parents applied for U.S. green cards through his aunt (mother’s side) and
received an approval letter after 13 years. Arash says he had three reasons to immigrate: (a) to
avoid Iran’s mandatory military service; (b) to enjoy the educational opportunities in the United
States; and (c) to be with his extended family, most of whom live in the United States. He says
he does not consider living in another country or returning to Iran.
Acculturation patterns. Arash defines culture as “sets of values that define the way you
live your life and you do things and you treat people around you.” He adds, “For example, during
the Persian New Year, we visit our family members, and older people give money or gifts to
younger people, and we visit them, and we have gatherings, and that’s part of our Persian
culture.” Arash believes that culture is constituted of language and traditions; therefore, it is an
integral part of one’s identity. He believes that his cultural values and beliefs have changed over
time, and living in the Bay Area has made him “more liberal” and flexible to diversity. He
believes that his views are broadened as a result of being in contact with “people from different
cultural backgrounds.” He feels he is now “more accepting of other cultures” than before to the
extent that he is considering marrying a non-Iranian girl, despite his parents’ preferences. Arash
is sure that his parents are now more open to his final decision about marriage than before.
Arash’s girlfriend is a Mexican-American with whom he speaks in English; however, he
communicates with his parents and older sister in Farsi. Although Arash is fluent in both English
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and Farsi, he feels more comfortable with English, especially when it comes to reading and
writing. Arash has many Mexican-American and White friends with whom he speaks in English.
Arash loves Iranian foods. He celebrates both Iranian and American holidays; however, he loves
Thanksgiving the most. When asked why, he said, “Because we eat a lot of food and because in
my family gatherings, we have both turkey and Persian food, so it’s just great!” Arash reads only
English newspapers and magazines, listens to American music, and refers to a local English
radio channel to get the news. Arash says, he feels more comfortable with English because he
learned the language when he was a teenager. Scholars (e.g., Berry et al., 2006, p. 330) also
confirm that the less people are exposed to their home culture, the more they are open to
linguistic acculturation. Arash has kept some of his home culture; however, compared to other
participants, he has moved more towards assimilating to the culture of the United States.
Educational experiences. Arash considers himself successful in education. Having a
Bachelor’s degree, he is now employed as a computer programming researcher. His ultimate
goal is to pursue his education further; however, he says he needs money to do that.
At the time of arrival, Arash’s knowledge about American culture was limited to TV
shows, but he admits that “TV shows don’t really portray everything the way it actually is.” He
concludes that he knew “just a little bit” about American culture. Also, his English was “really
bad” at the time of arrival. He says, “I knew that learning English is required to succeed in the
U.S. education, so I decided to improve my English by making American friends and reading a
lot and studying.” Arash’s response is relevant to the first research gap that is about the impacts
of neoliberal policies on immigrants. Arash is right in the sense that the U.S. education system is
based on English-only curriculum and instruction. In such a system, knowing a different
language and having a different culture is not recognized or valued; therefore, learning English
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becomes immigrants’ first priority, often to the extent that those who immigrate in their
childhood may forget their mother tongue. While Arash’s desire to learn English may seem a
personal preference, it is more institutionalized. In fact, neoliberal educational policies prescribe
immigrants’ assimilation to Eurocentric dominant language and culture, thus, giving them the
message that their language and culture are of no value, and that they have to set their existing
funds of knowledge aside if they want to succeed in their new country.
When asked about the pros and cons of living in the United States, Arash said he believes
that “having opportunity to progress” is the best part of living in the United States. He believes
people who are smart enough and work hard will succeed. I asked, “If so, why do many Iranian,
African American, Asian, and Mexican people work hard and still not succeed?” Arash seemed a
little puzzled. After a while, he said,
Well, the first thing that comes to my mind is that life isn’t always fair … Let’s say,
Donald Trump’s kid. He was born a billionaire, so he’s starting right up there. And, I was
not born a billionaire, so I’m starting way down.
Arash’s opinion about the U.S. educational system is based on a myth suggesting that people
have equal access to education. However, as Ladson-Billings (1998a) states, current instructional
and assessment strategies are based on a “race-neutral perspective” and colorblindness that aims
to conceal the institutionalized racism. These strategies promote the idea that individuals, rather
than the system, are responsible for their own failures. However, when he is encouraged to think
more, Arash is able to see the inequality and inequity among students from the starting point. In
fact, Arash recognizes the social injustice but cannot (or does not want to) provide a critique of
the status quo. This is what Solόrzano and Delgado Bernal (2001) call a conformist form of
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resistance, a process in which people are motivated by social justice, but do not have a critique of
the oppressive elements.
I asked Arash what U.S. cultural traits he dislikes the most. He said one of the American
cultural norms that he does not like is that “Teens want to get away from their parents and family
as soon as possible.” He added, “That’s the part that I don’t like and I didn’t adopt. I was living
with my mom till the age of 24.” Arash believes that his resistance to adopt some U.S. cultural
norms had, in fact, positive effects on his education and helped him succeed. This confirms many
studies that have found assimilation is not a requirement for success in education (GarcíaVázquez, 1995; Hoffman, 1989). In fact, Arash’s response is relevant to the main research
question that was about the impacts of acculturation patterns on immigrants’ academic success.
Arash, however, mentions two barriers towards accomplishing his educational goals:
standardized tests and financial problems. He says, “I took the SAT and I aced the math section,
but the English section, I did really bad because my English was very bad. I think, for
standardized tests, not being a native speaker definitely puts you in a disadvantage spot.” He also
talks about his financial issues and says, “I was really broke … My dad didn’t support me and
my mom was also not in a good financial situation, so I had to work.” Receiving a scholarship
from a highly recognized university in San Francisco, Arash could pursue his higher education,
but he still had to work part time. Arash believes that a few factors helped him succeed in
education: (a) attending a community college before going to a university, (b) talking with
educational consultants, (c) guidance received from relatives, and (d) browsing and doing
research. He says, “Education here is very different from Iran … Not knowing that was difficult,
so I’m glad I had the opportunity to go to community college first and then go to university.” He
believes that the information he received from his consultants had the greatest role in teaching
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him how to succeed in U.S. higher education. It is also confirmed in the literature that receiving
support from faculty and school authorities plays a significant role in students’ success. It has
even a more vital role for immigrants, who are not familiar with the educational system of their
host country.
When asked whether he had experienced discrimination in the United States, Arash said
that, while in high school, he saw some students bully others. He added, “During high school,
this whole Iran nuclear deal was going on, nuclear program and all of that, so I got picked on
because of that.” Arash continued, “In university … Discrimination … No. Not that I was aware
of, to be honest ... Other students? Yes.” Arash remembers one of his classes in which students
coming from certain parts of the world faced discrimination. He says, “In my ESL class, we had
people from Afghanistan, Pakistan, and all that. They got picked on because of their ethnicity.”
Arash also remembers that his uncle had to hide his ethnicity when he immigrated to the United
States 30 years ago. He says, “Back then, it was during that hostage crisis, so he told everyone
that he was Italian.” Scholars (Ansari, 2011, p. 1098; Lampert, 2008, p. 50) have also found that
many Iranians hide or misrepresent their nationality in order to avoid potential confrontations
and differential treatments. This is one of the reasons for the dearth of data on the number of
Iranians who live in the United States (Madjzoob, 2000); it also helps us with filling the first
research gap, i.e., the impacts of neoliberalism on immigrants’ lives and education.
Bita
Bita chose a pseudonym that means unique in Farsi; she says she just likes this name.
Bita has a BSc. in Kinesiology from a recognized university in San Jose. She immigrated to the
United States at the age of 16 and is now 26 years old. The decision to come to the U.S. was
made by her parents. Bita’s parents got their green card through her grandmother (father’s side).
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Bita remembers that she was in junior high school then and had many close friends whom she
loved and did not want to leave. She says she was not happy about immigrating to the United
States and thought she would go back to her homeland; however, her parents, especially her
father, were excited to live close to their siblings and other relatives.
Acculturation patterns. Bita defines culture as “principles that you hold when you grow
up or where you’re living.” She adds, “respecting elders, celebrating all the Iranian holidays,
having Persian ceremonies, like doing it the same way we did it in Iran” are examples of Persian
culture. Bita believes that her cultural values and beliefs are “definitely changed.” In fact, she
believes the whole family has changed in terms of cultural values and norms. When asked to
give an example, she says, “… like, you know how parents put a timing on you, like you have to
be home by this time, but now, they’re easier on me.” Then she adds, “I see myself being more
open to learning about other religions. I’m not as religious. I was kind of religious when I was in
Iran, but now I respect all.” She continues, “I’m really open-minded and understanding of
homosexual community compared to when I was in Iran ... it’s much easier to talk about sexual
or physical stuff. It’s not like a forbidden topic anymore.” This is compatible with Maghbouleh’s
(2017) findings that show individuals go through cultural and psychological changes when they
come into contact with new cultures.
Bita lives with her boyfriend who is Iranian too. She speaks with him and her own family
in Farsi. Bita uses various forms of social media, all of which are in English. She is fluent in both
Farsi and English; however, she is more comfortable with Farsi. She says, “When I speak
English, sometimes I feel like I’m still not 100% me! Sometimes, I feel like my friends see a
different [Name of the participant] when I speak English rather than Farsi. I can be more funny
… I’m a funnier person when I speak Farsi.” In response to a question regarding the ethnicity of
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people with whom she goes to social functions, such as picnics, dances, or sport events, Bita
says, “Well, for sports, it’s mostly Americans now; I have noticed Iranians fight a lot when we
play sports. But for other … the rest … it’s mostly Iranian people … unless it’s work-related,
then it’ll be American people.” Bita loves Iranian foods and eats Iranian meals 90% of the time.
However, she celebrates both American and Iranian holidays and is happy that she lives in a
country where she can have so many holidays to celebrate. Bita’s acculturation trajectory shows
she has kept most of her Iranian cultural values, but has moved to the integration phase of
acculturation that is defined in the literature as a situation in which individuals adopt the cultural
values of their host country while keeping their culture of origin.
Educational experiences. Bita says she is not sure if she has achieved all her educational
goals. She has a Bachelor’s degree and is eager to pursue her education; however, she does not
see any correlation between one’s level of education and his or her overall success in life. She
says, “[The] American dream is not related to education. I have seen so many people with a
Bachelor’s degree who has done many great things, or who dropped out of school and has done
big things.” However, she remarks, “Maybe the timing is not right; I need more break.”
At the time of arrival, Bita was not familiar with American culture; however, her English
was good enough to understand what others said. She says, “I always took English classes in Iran
because I loved it. But when I went to high school here, I could understand more than I could
speak, so it was really frustrating not to be able to respond back.” It took about one year for Bita
to become fluent in English. She says the frustration she has experienced during the course of
education is probably the cause of her unwillingness to continue her education. This is relevant
to the first research gap regarding the impacts of neoliberalism on immigrants. In fact, putting a
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great emphasis on monolingualism and monoculturalism, neoliberal educational policies have
discouraged many students of color from pursuing a high level degree in education.
Bita appreciates the freedom in the United States; however, there are a few cultural
norms that bother her: tolerance towards nudity, availability of drugs and weed, and talking
freely about sex are only a few examples. She says, “I’m not agree with Hijab, but I don’t agree
with too much of showing your breast ... or wearing short shorts.” She adds, “My American
friends talk about sex pretty easily. They have sexual encounters really easy as well, like, they
hook up with some guy that they don’t know, or some guy that they just met!” Bita says she has
always resisted such traits that are considered normal among teenagers, but this resistance has
never had any negative impact on her educational success. Similar to other participants, Bita
believes that, in order to be successful in education, individuals do not need to abandon the
culture of their home country.
When asked to explain about the educational barriers she had experienced, Bita talked
about two barriers to achieving her educational goals: communication and unfamiliarity with the
U.S. educational system. She remembers that her high school classmates made fun of her
because they knew she would not respond; however, she has not the same problem when she was
a university student. She says, “Nobody cares in college; everyone’s paying attention to their
own path.” In fact, Bita is implying that her lack of ability to communicate with other students
was not a major factor in her education. The other factor, unfamiliarity with the U.S. educational
system, has, however, played a negative role in Bita’s higher education.
Bita says, “For me, getting a Bachelor degree took more than four years and the reason
was that I was not familiar with the whole process of planning my classes and which courses I
should take first. I think I wasted a lot of time because I wasn’t familiar … I was almost done
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with the college when I finally understood what’s going on!” When asked about the factors that
could have helped her do better in the past, she put a great emphasis on the role of a guide or
mentor, such as a teacher or a consultant. She said, “If I had a mentor or a consultant or a father
who was familiar with this stuff, I could do better.” Lack of adequate knowledge about the U.S.
educational system, as Bita realizes, had a significant role in taking full advantage of higher
education. The point here is that, as Taylor, Gillborn, and Ladson-Billings (2016, p. 6) state, nonWhite access to education has never been considered a social right, and there have always been
intentional policies to keep the achievement gap between White and non-White students as wide
as possible. Scholars (Ladson-Billings, 1998a; Lui, Robles, Leondar-Wright, Brewer, &
Adamson, 2006) also point to the course of U.S. history and state that policies are not made by
all the people who live in this country, but by those who own property_ the majority of whom
are White and have accumulated their wealth in the course of history. As such, providing nonWhite students with remediation programs or adequate information about various educational
options available to them are not considered priorities in an educational system grounded in
neoliberal policies.
Comparing the social and educational context of the U.S. with that of Iran, Bita believes
she did not face discrimination during her education in the United States as much as she did in
Iran. She exemplifies the hard time she had with the school regulations about mandatory Hijab
(head and body cover) and the multiple times she got into trouble for exposing her hair or having
nail polish. Bita’s belief that discrimination does not exist in the U.S. is contrary to what scholars
(e.g., Delgado, 1995) state about the prevalence of discriminatory actions in the United States. In
this study, I theorize that this situation is caused by discrimination relativity, i.e., comparing the
present context with the past. This situation is similar to a physical experiment when you put
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your finger in hot water for a while. If you take out your fingers and immerse them in warm
water, you will think the water is not warm. In fact, you may even feel it is cold! Similarly,
people who have been exposed to high levels of discrimination in their home countries often do
not recognize the prevalence of various forms of discrimination in their new countries, or at
least, it takes a while for them to recognize the discrimination present in their new reality without
making a comparison with their previous experiences. In Chapter Five, I will explain about this
situation in more detail.
Donya
Donya means the world in Farsi. Donya says she chose this pseudonym because she loves
to travel around the world and learn about other people and their cultures. Donya got her BSc. in
Bioengineering from one of the institutes of technology in California. Then, she studied dentistry
at a recognized university in Pennsylvania and got a DMD as a pediatric dentist from a university
in New York. In her free time, Donya uses every opportunity to practice calligraphy or read a
book. As her friend says, seeing her without a book is almost impossible! Donya left Iran at the
age of 17; she is now 30 years old. The decision to come to the U.S. was made by her parents.
Donya says the reason she moved out of Iran was that she could not keep her mouth shut!
Getting a better education, however, has been the main reason. She narrates her story as follows:
I always excelled at school in Iran. I was in the Mathematics Olympiad, and my family
always felt that, as a female, with a family that had no ties to the government, I was going
to have no shot at getting me to a good university … I was a child of divorce. I was a
child of divorce. I had it stamped in my forehead … I was loud. I always woke up my
mind. In fifth grade, a teacher told my mom, ‘You got to get her out! This one cannot
keep her mouth shut about the government.’ I was critical of everything I saw … I think
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the main part of it [the reason for migration] was education and that they felt I would be
able to accomplish a lot more if I come to the United States.
The desire for better opportunities for education and for living in a safe environment has been
major reasons for many immigrants to move to the United States.
Acculturation patterns. Donya defines culture as “what drives people’s emotions and
reactions to various events … what decides what is proper and what is not … like the books, the
poetry, the music, the art and what people hold dear in their hearts.” As such, Donya believes
that her culture has “significantly” changed. When asked to elaborate on that, she added, “I have
found that my attachment to my family has decreased significantly.” She continued,
I know that family’s a huge part of Iranian culture. I know that family is such a central
protected, almost sacred thing … no matter what happens within the family, you stick
together. Unfortunately or fortunately, I have lost this concept entirely.
Donya explained that she had never had a good relationship with her father. She says, “My
father’s still in Iran, married with two kids. I haven’t seen him in 13 years.” Donya’s relationship
with her mother, who lives in one of the western states, is only a little better. She says, “I left my
mother’s house at 16, and I said, ‘Bye!’ and I never looked back.” When asked in which
language she speaks with her mother, she said, “If we ever talk, it will be 90% in Farsi and 10%
in English.” Donya has a brother too; he is born and raised in the United States; they
communicate in English. Donya’s husband is Italian with whom she speaks in either English or
Italian. When asked about the ethnic background of her friends, she said, “I have an overrepresentation of Asian-Americans. I have few European friends, and then among Americans, I
have a lot of Jewish friends. I have one Polish friend as well.” In fact, Donya has very few
Iranian friends. Different types of social media that Donya regularly refers to are all in English.
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While she listens to a myriad of songs from around the world, she loves jazz music of South
America the most. In terms of food, she says her taste for food is “very un-Persian” because she
eats “everything.” She says, “If there’s a cuisine I haven’t tried, it’s the first on the to-do list!”
Donya does not celebrate religious holidays; Christmas does not have any meaning for her. She
loves and adores the Persian New Year (Nowruz) because setting Haftseen (Persian New Year
Table) reminds her of her childhood and her grandmother who has been her role model too. In
fact, Donya’s eyes shine with pride when she talks about her pathologist grandmother who has
been “way ahead of her time.”
Donya is certainly familiar with various aspects of Iranian culture including history,
literature, and art. At times, she seems to be attached to a few Iranian cultural norms; however,
she would not want her children to have any connection with her native land and the culture. She
says, “For my children? I want Italian names because I think it will make their lives easier.”
Donya says she was always interested in the language and culture of Italy. In fact, a close review
of Donya’s answers to the interview questions about her acculturation trajectory reveals that she
is attached to the language and culture of Italy more than the culture of Iran or the United States.
It can be concluded that she has moved more towards marginalization that occurs when minority
group individuals reject the cultural values of both the host country and their country of origin.
Educational experiences. Donya does not consider herself successful in education. She
says, “I did not want to be a dentist. My family forced me into it, like a true Iranian family.” She
adds, “I would have done a Ph.D. in bioengineering, and I would have worked in industry. I
hated dentistry the first few years.” While Donya has two publications in accredited journals and
has a passion for academia, she has chosen to go to the private practice route hoping to,
someday, be able to pay back the huge amount of loans she had to take for her education.
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Donya said she was a fluent speaker of English at the time of arrival in the United States,
but was not familiar with the culture of the new country. She said, “I didn’t know how things
work or how people interact. I had never gone to school with boys, for example. I didn’t know
how to carry myself in a place with just boys.” She added,
I just felt really like an outsider. I didn’t understand why there was so much focus on the
sports rather than studying, for example. I had a big culture shock. The kids’ legs were up
on the table, and in class, they would eat. I was so confused because we used to get up
when the teacher walks in, so I had humongous culture shock.
When asked to talk about what she dislikes about the U.S., Donya said, “Onion rings and
North Face Jackets!” She laughed and continued, “I find that Americans are very practical and
functional, so I think that’s a value, but they’ve lost the taste for beauty and details.” Donya
admires Italians for their appreciation of the beauty of life. As for American culture, she says:
I think I adapted a lot of the culture here, so I don’t feel like I had any barriers in that
sense or any difficulty in higher education probably because I went to high school here
and I didn’t have a lot of family interactions, like, I didn’t go to Persian party in high
school. I didn’t hang out with Iranians in college. I felt like completely detached.
Donya confirms that she has moved away from the cultural norms of her country of origin. When
asked about educational barriers she had faced during her course of education, Donya said,
I didn’t know the technical terms in English. Let’s say you’re doing math or physics or
chemistry, I knew it before they teach me this stuff, but I didn’t know the words in
English. So, I had an Iranian classmate. He used to sit right next to me. He’s like, ‘It’s
this.’ I’m like, ‘Okay.’ It became a joke in my math class. That was difficult, but it was
trivial.
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Another problem Donya brought up was writing. She said,
Writing was huge. It still stands on my ego that I did not get into [a highly reputable
university in the U.S.] because my personal statement wasn’t good … There was a flavor
of Persian in there that shouldn’t have been there. The writing styles are so difficult here.
In Iran, we write gigantic sentences that are so pretty and it is supposed to be embellished
and nice. Here, no. It’s like: ‘Okay, what is this?!’ People don’t like long sentences.
When asked how she overcame this problem, Donya said she has an uncle who has been living in
the United States for more than 30 years. She explained that his uncle’s writing skill was perfect
and could give her good hints about writing in English.
When asked a question regarding whether she has faced discrimination, Donya replied,
“Not more than any other female within the United States … I mean, our dental school was a
boys’ club. Our program director treated boys so much differently than women.” Donya believes
that her male professors treated boys as their friends and did not criticize them for anything,
while they criticized female students severely for every little mistake. Landson-Billings and Tate
(1995, p. 58) explain about the intersectionality of race and social factors such as gender. They
maintain that this intersectionality leads to producing and reinforcing oppression in a society. In
the case of Donya, the intersectionality of her ethnicity, nationality, gender, and probably other
factors, has put her at a disadvantage compared to her White male counterparts both in her
educational environment and her workplace. This helps us to see the impacts of Eurocentricism
on immigrants’ education that is the first research gap identified in this study.
Farshid
Farshid is an Old Persian name meaning sunshine. Farshid says he likes sunshine because
he can play soccer or go on a picnic in a sunny day. Farshid has a BSc. in Computer Science
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from a university in San Diego. He was 17 years old at the time of arrival in the United States
and is now 26 years old. The decision to come to the U.S. was made by his parents. Farshid says
that he had no passion for moving to the United States. He shares the story of his immigration as
follows:
That's a funny story. I didn’t want to leave Iran at first. So, we got our green cards, and
we all moved here. When I moved here … hmmm … I didn’t move here; we came to
visit here. I was actually planning to go back and start my last year of high school there.
Farshid says that he returned to Iran, but after a while, he recognized that he did not have any
goal to follow there. He says,
I’m not the type of person who just like … don’t do anything, I always want to go toward
a goal, and since I wasn’t doing anything there, I was like: ‘Okay, let’s give the other
option a try!’ and my parents were really supportive of my coming here; they were really
pushing me for that.
Based on what Farshid (and other participants) have said, it becomes apparent that Kershen’s
(2003) categories of migrants are not inclusive. She distinguishes three types of immigrants:
volunteers, refugees, and sojourners. However, the interviews revealed that a fourth type of
migration should be added to include those who involuntarily leave their home country. In this
study, the decision to immigrate is made by the parents, rather than the participants; therefore,
they cannot be categorized as volunteers, refugees, or sojourners.
Acculturation patterns. Farshid defines culture as “lifestyle … your way of life … like
the way you interact with people … your values, what you expect from other people, how you
expect them to behave, what makes you happy.” As such, Farshid believes that his culture has
definitely been influenced by American culture. He says, “I think after moving here I tried to get
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the good parts from both cultures that I’m exposed to, and get rid of all the bad stuff from both of
them.” He believes he is now “open to criticism” and values “women’s rights and gay rights”
more than before. This is compatible with the literature that shows people go through cultural
changes when they come into contact with other cultures (Berry, 2001).
Farshid talks with his parents in Farsi. With his friends, he says, “If everyone who’s
present speaks Farsi, we speak Farsi, if not, we speak English. Even if there’s one person [who]
does not understand Farsi, we speak English.” His friends are from various ethnicities; they are
“Iranian, American, Mexican, and Asian.” He says, “I don’t have a specific preference. As long
as I can connect with them, and I am attracted to them, then, that works for me.” Farshid is not
married and does not believe in marriage. He says, “I think marriage is just a financial contract.
It’s not something that defines a relationship.” However, in response to a question regarding the
ethnicity of his future spouse, he says, “… same goes with the person that I’m dating; if I’m
attached to her, she has a good personality, that works for me.” Farshid is sure he will not marry
a religious person. He refers to a religious group as an example and says, “Their values don’t fit
in modern society … like, women’s rights, gay rights … what else … and also, not being open to
criticism; they’re really harsh on any type of criticism, which most religions are.”
Farshid refers to English newspapers and magazines to get the news; however, he follows
the news about his favorite Iranian soccer teams in Iranian media. He says,
If I have to search for something specific about the Iranian national team, there are more
Iranian media reporting on them, so I have to read those. But other than that, for the sake
of convenience, I mostly follow English media.
Farshid listens to various types of music both in Farsi and English. He is fluent in both languages
and says he does not have any preference for either one. When asked about his favorite foods or
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holidays, he said he did not have any preference. Farshid insists that he does not have any
preference for a specific culture; he prefers to combine cultures and make his own innovative
culture containing the values and norms that are compatible with his personality. Farshid’s
cultural changes are more of an integration type of acculturation that is adopting cultural values
of the host country while maintaining the cultural values of the country of origin. Reviewing the
participants’ cultural changes after immigration helps us find an answer for the first ancillary
question of this study that asks about the ways 1.25-generation immigrants’ cultural values and
norms have changed after immigration.
Educational experiences. Farshid believes he has been successful in pursuing his
educational goals so far. He says, “I was very lucky because my school was very good; they
were all White.” Farshid elaborates that he used to go to a public school, “but it was in a highclass area and had whatever a student needs, from library to labs.” He also adds that “the class
size was acceptable and almost all students were White.” Farshid’s description of his school and
his emphasis on the type of the students helps us with our attempt to fill the gap in the literature
regarding the impacts of neoliberalism on Iranian immigrant students. What Farshid says is
compatible with how Gillborn and Youdell (2000) describe the impact of neoliberal policies on
education. The authors believe that marketization of education increases inequalities between
and within schools. They add that students of color, students with disabilities, and English
language learners are most likely to suffer from such inequalities. From the fact that Farshid
considers himself “lucky,” it can be inferred that he knows many students of color who are not as
“lucky” and who do not receive the same level of education as White students do. In fact, as
Ladson-Billings and Tate (1995) state, “those with ‘better’ property are entitled to ‘better’
schools” (p. 54).
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In terms of future plans, Farshid says, “I’m still in the process; I don’t think you ever
stop. It’s not just one goal, like, once you get to that, there’s the next one, and the next one.”
Farshid continues, “I’m thinking about going back to graduate school to get my Master’s
[degree], since my company’s paying for it.” He maintains, “In my field, it’s really competitive,
so you have to be updated in technology.” This is confirmed in the literature on the impacts of
neoliberalism on higher education. Hursh (2007), for example, maintains that in a marketoriented education system, students resemble workers as described by Marx, i.e., they have to
sell their labor to survive and, therefore, are reduced to commodities. Students with greater
potential are “marketable” and are more likely to be recruited.
When asked whether he thinks his cultural changes have affected his success in higher
education, Farshid said that he did not know much about American culture at the time of arrival,
but he managed to learn the cultural norms of his new country very soon, a factor that had, he
believes, positive impacts on his success. He says,
I was able to fit in … ‘cause, like with a lot other immigrants I see, they have a hard time
making friends, and they only hang out with people from the same culture that they’re
from. And, they don’t feel at home here, and because that was not the case with me, I was
able to blend in and I felt at home, so I was also much happier. And, the happier you are,
it’s easier for you to focus on your goals.
Farshid’s answer reveals how neoliberal policies shape immigrants’ acculturation patterns and
their social networking. Farshid also added that he was not fluent in English at the time of
arrival. He said it took about four or five years for him to become a fluent speaker of English, a
factor that negatively affected his success, he believes. However, Farshid’s belief about the
necessity of knowing about the language and culture of the host country is not supported by

127

many scholars. García-Vázquez (1995), for example, conducted research with 23 seventh
through ninth grade Latinx students and found that there was no significant correlation between
acculturation and students’ performance. Other scholars (e.g., Buddington, 2002) have even
found that an increase of acculturation may lead to an increase in levels of stress, hence, a
decline in academic achievement.
When asked to talk about cultural traits that he likes and dislikes, Farshid said that he
enjoyed freedom in the United States. Comparing the social and cultural context of the United
States with that of Iran, he said,
In Iran, they want everyone to behave the same way. You cannot be yourself. They
completely try to indoctrinate their values into every kid, which I don’t like … In
American culture, you can be different, and they will still accept you. So, I didn’t have to,
like, do anything against my will just because that would be the norm.
Farshid believes that he did not need to show resistance to any American cultural values because
nobody pushed him to do that, i.e., if he adopted a cultural trait, it was his own option. In the
literature on acculturation, this is referred to as enculturation. Weinreich’s (2009, p. 125) defines
enculturation as the process of selectively acquiring the cultural elements of the new country or
retaining the elements of the heritage culture. However, in a system that is based on
neoliberalism, immigrants are encouraged to abandon the cultural values of their country of
origin in favor of Eurocentric cultural values and norms. The process is so subtle and the
messages are so hidden that most immigrants may not follow it.
When asked whether he faced any educational barriers in the United States, Farshid said,
“Oh yeah, of course, everyone does. Mostly I would say … financial problems, mostly. I think
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that’s the biggest barrier for most people including myself.” When he was told that, as a U.S.
citizen, he could benefit from various types of financial aids, he replied,
Yeah, but they’re not enough to cover everything. I would say those benefits made me
much more comfortable than people who had to pay everything out of pocket. I didn’t go
into as much debt as they did, but still, it’s not like you can just focus on your education
and don’t worry about work and money.
Farshid added that he had to work hard to be able to pay the costs associated with higher
education, and that he always thinks he could focus more on education if he did not have to
worry about the expenses. A review of literature also confirms Farshid’s statements. As Lucal
(2015) states, the amount of state funding that a university receives depends largely on the
percentage of students who have successfully finished their program in the assigned time. This
time is decided by the state based on the graduation rate of the majority of students most of
whom are White, have elite backgrounds, and have nothing to do other than studying (Lucal,
2015). Therefore, a large number of students who have to work or take care of their children or
sick parents while attending college are ignored in this equation.
Farshid was also asked whether he faced any form of discrimination in the United States.
He said that as an Iranian and especially after September 11, he has faced discrimination in many
cases. However, he added, there have been “cases here and there, but nothing major.” This
confirms my theory about discrimination relativity that suggests immigrants who come from
countries with high levels of discrimination usually compare their present situation with their
past when deciding whether they see discrimination or not. Farshid was also asked about whether
his gender had any impact on his success in education, He replied, “It probably did … but I …
it’s better to ask this question from a girl ‘cause she would say what was missing from hers that I
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would probably not see … because I’m getting the privileges.” However, he added, “Maybe, I
would say, in my specific field, it’s kind of like male-dominated … so it … yeah, you could go
to an interview and people don’t give you the same respect because you’re a female, but I didn’t
have that experience.” In fact, literature also shows that women are underrepresented in
instructional curricula and discriminated against in the workforce (Tietz, 2007). Farshid’s
response helps us to find an answer for the third ancillary question that asks about the difference
between male and female 1.25-generation immigrants in terms of educational experiences.
Firoozeh
Firoozeh means turquoise in Farsi. In the Old Persian, Firoozeh was pronounced
Piroozeh meaning victorious. After the Arabs invasion in 633, [p] shifted to [f] in many Persian
words, including Piroozeh, because there is not a [p] phoneme in Arabic. Firoozeh says she has
chosen this pseudonym because it is the color of the sky. Firoozeh has a BSc. in Computer
Science from a university in San Jose. She was almost 15 years old at the time of arrival in the
United States and is now 26 years old. Firoozeh says she immigrated to the United States
because, as a Baha’i, she could no longer tolerate the social injustice and lack of freedom
imposed on Iranians, particularly on non-Muslims. Her father, also a Baha’i, kept going back and
forth to America; however, he used to spend most of his time outside of Iran. After moving to the
U.S., Firoozeh could spend more time with her father whom she adored. She says, “The main
reason why I wanted to come here was because he kept coming here, and I was so close to him
that I wanted to be with him.” She continues,
Everything was getting worse in terms of freedom. I could not be the way I wanted to be.
I had to cover my hair and if I wanted to go out, I was always scared of getting arrested,
and I actually got arrested once.
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Then she talks about the last day of school when she and her close girl friends decide to go out
and eat ice cream. She folds her sleeves up to the elbow; one of her friends also let her scarf fall
down on her shoulders. Gasht-e Ershad (morality police that controls public spaces to make sure
Islamic rules are obeyed) arrests and investigates them. This bitter memory and the stress and
anxiety that Firoozeh has experienced in Iran have made her prefer to live in the United States
where she does not have to hide her religion any more.
Acculturation patterns. Firoozeh defines culture as “things that are common among a
group of people; things that people share.” She adds, “For example, in every culture, greetings
are different. In our culture, when we greet someone, we kiss them on the cheek or we shake
hands, and that’s very common among Persians.” Firoozeh believes that her culture has changed
after immigration in many ways. When asked to give one example, she said,
Like Iranian people are very, I don’t know how to say this word in English, but in Farsi
we say ta’arofi, which means, like, they keep asking you if you want food, if you want
this, if you want that, and they keep asking you, and I was like that, and I think I still am,
but it’s gotten a little less than before.
She points out that Iranians’ culture has also changed. She says,
Last time I went to Iran, it was maybe three years ago, and I felt a lot of differences in the
culture because of the things that are happening right now … everybody’s sad,
everybody’s upset, and that’s affecting themselves and the way they treat people, the way
they interact.
Firoozeh lost her father a few years ago. Her mother, who is severely sick and needs
special care, lives in Iran. She has not had a good relationship with her mother and says they
always “fought with each other.” Firoozeh, her father, her step-mother, and her half-siblings used
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to live together. Now that her parents have died, she lives with her Iranian boyfriend. She speaks
with her friends in Farsi but code-switches from Farsi to English or vice versa when talking with
her siblings. Firoozeh is a fluent speaker of English and Farsi; however, she is more comfortable
reading and writing in English. She says, “I’ve been living here for almost 11 years now, and so
my Farsi’s becoming very bad in terms of reading, so I’m getting very slow at it, so I mostly read
in English because I feel like the way they write in English. It’s so much simpler than Farsi. It’s
very simple, straight to the point.” When asked about the ethnic background of her friends,
Firoozeh said, “They’re all Persians. My boyfriend is also Iranian; we’ve been together for two
years now.” When asked whether she preferred to marry a person with the same ethnicity,
Firoozeh replied, “I have dated an American guy and I think our cultures are very different. Our
ways of communication is very different.” Firoozeh considers marriage an important step in
one’s life and is sure she will marry someone with the same nationality as hers.
When asked about her role model, she named Masih Alinejad and Golshifteh Farahani.
She says, “I think they’re very feminist; they’re very strong, and they’re very brave. Whatever
they do, they do to protect human rights and equality between men and women.” Both of
Firoozeh’s role models are Iranian. Firoozeh cooks and eats Iranian meals most of the time. She
celebrates both Iranian and American holidays. Firoozeh listens to almost all types of music,
“anything that sounds good.” However, for dancing or watching movies, she refers to Persian
channels. She identifies herself as an Iranian but likes to have a “mixture of Iranian and
American culture.” She says, “There are some things that I like about Persians and things that I
like about Americans.” Firoozeh’s general acculturation pattern (e.g., friendship patterns and
preferences) is a little towards a separation type of acculturation that occurs when minority group
members reject the cultural values of their host country in favor of keeping their origin culture.
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Educational experiences. Firoozeh considers herself successful in education; however,
she is not satisfied with her field of study. She says, “At the time when I chose my major, I was
kind of, like, influenced by my family. Maybe [it was] not the degree that I always wanted.”
Firoozeh adds, “From childhood, I loved something that had to deal with computers, but
computer science requires a lot of coding and I don’t like coding. I tried to love it, but I couldn’t
force myself.” Firoozeh believes that her lack of interest in her field of study has affected her
success in the workforce because she lacks the self-confidence required to accept high-level jobs.
Regarding future plans, she says,
Honestly, when I think about the degree that I got and what I was taught at school, I think
it was kind of a waste of time because I didn’t learn anything there. We had a lot of
resources, but we were very limited in time, and everything was very cramped, and I was
always in a rush to finish things, and I didn’t have enough time to learn.
Firoozeh’s plan for her future is “just to find a well-paying job.” What Firoozeh says about her
education reminds us of the process of alienation. Marx (1867) defines alienation as separation
of individuals from their actions. In an educational context, alienation is the natural consequence
of students’ detachment from their desire and needs. As Firoozeh confirmed, she studied a major
that she did not like and needs to work in an area that she does not like much either.
When asked whether she was familiar with the language and culture of the United States
at the time of arrival, Firoozeh said, “I had come here in the past when I was 10 years old, but the
culture was still new to me because, I think, culture changes as time goes by … it’s totally
different now.” Firoozeh is actually referring to the dynamic nature of culture, which changes
over time. She also added that she could speak in English at the time of arrival, but she was not
fluent. In fact, she still is not satisfied with her level of proficiency in English and says, “I’m still
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not fluent and I still have difficulty speaking it.” Firoozeh believes that language has been a
barrier to her success both at school and at work.
When asked about what she likes or dislikes about America, Firoozeh said she enjoys
freedom in the United States and added, “Here, I can do anything that I want. I can say whatever
I want, and I can be myself.” Initially, she could not identify an American cultural norm that
bothers her. After giving it some thought, she said, “Maybe the way they hang out … like in their
parties, they’re standing there talking and drinking, that’s it! That’s pretty much all they do, and I
don’t like that.” Firoozeh added, “I like our parties, music, dancing, eating food, having fun,
playing … It’s more alive than American parties.” When asked about how she would show
reaction towards something that she does not like, she said,
Right now, at work, I’m experiencing this … They’re constantly on the phone talking,
and it bugs the hell out of me. I just get out of the room and go find a spot for myself that
is quiet and noise free. So, I don’t let it affect me.
In fact, the way Firoozeh shows reaction towards an unpleasant situation is an example of
conformist resistance, which is a term describing a situation where a person is aware of
something being unjust, but remains in the system and prefers to keep her position.
When asked about her main educational barrier, Firoozeh said, “It was mostly language. I
can’t say it was money because I was always qualified for financial aid, so that wasn’t an issue
for me.” She further explained,
My dad was not working here, so he had, like, zero income … so, that qualified me to get
a high grant, maximum grant, and I didn’t have to pay them back … and I was living with
my family, so I didn’t have to pay the rent or stuff.
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Similar to other participants, Firoozeh emphasizes that her low level of proficiency in English
was her main educational barrier. It is not surprising, therefore, to see how promoting
monolingualism can negatively affect immigrant students.
Firoozeh was also asked whether she faced discrimination in the United States, she said
she did not but added that the majority of her classmates were male students. She explained,
I was 100% okay with that … I am actually more comfortable with men than women. I
don’t know why. I think ladies are more … I don’t know how to say this, but they’re a
little bit more conservative. I feel men are a little bit more open to ideas and group work.
Firoozeh emphasizes that she did not face discrimination in the U.S. as much as she did
in Iran. She says, “In Iran, it’s much harder to be strong or be yourself because they won’t allow
you to be like that … I can’t be myself over there.” Firoozeh talks about lack of freedom in Iran
and says, “I’m a Baha’i, but I had to hide my religion. In the school, I had to pray the way
Muslims do and it was hard.” This situation is well-addressed in the literature. Scholars
(Delgado, 1995; Mills, 1997) maintain that while discrimination is pervasive and omnipresent, it
cannot be easily recognized by its beneficiaries. Since immigrating to the U.S., Firoozeh has not
experienced religious discrimination; therefore, she does not recognize the discrimination against
people with other religions, for example, Muslims. Also she might be unaware of discrimination
imposed on her because she comes from a country where she had experienced a greater degree of
discrimination. This can be another example of the process that I call discrimination relativity
and refers to immigrants’ perception of discrimination based on their previous experiences.
Hooman
Hooman is a Persian name meaning benevolent and good natured. Hooman did not know
the meaning of the pseudonym he had chosen for himself; he said he just liked it. Hooman has a
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BSc. and MSc. in Civil Engineering from a highly accredited university in Northern California.
He was 17 years old at the time of arrival in the U.S.; he is 35 years old now. The decision to
come to the U.S. was made by his parents. Hooman’s parents applied for green cards through his
uncle. They got the approval letter 13 years later and thought, “Here’s an opportunity. Let’s go!”
It was not easy for Hooman to lose his friends; however, he was tempted to leave because he had
heard good things about the “land of opportunity.” He reports that his cousins who have come to
the U.S. years ago are all successful either in business or education.
Acculturation patterns. Hooman defines culture as “Characteristics that define your
background … something you could relate to yourself through … as a child or as a grown-up
with, basically, your whole community; something you could identify yourself with.” He adds
that the types of food people eat or the way they behave are examples of culture. Hooman
believes that his cultural traits are not changed fundamentally. He says, “I tried to basically keep
the backbone of it the same … I still kept my relationship with the community afterwards. My
family also had a great influence on it.” While Hooman has maintained many cultural values of
his country of origin, he has successfully graduated from a well-known university in the United
States. This helps to find an answer for the main research question that asks about the ways
acculturation might affect immigrants’ success in higher education. García-Vázquez (1995) also
confirms that “maintenance of the first culture does not impede success” and adds that “to be
successful in school the first language does not have to be sacrificed” (p. 312-14).
Hooman speaks in Farsi with his parents and his younger sister. He is fluent in English
and Farsi but prefers to read newspapers or magazines in English. He says, “I’m much faster
reading them in English.” He is also more comfortable writing in English. In response to a
question regarding the ethnicity of his friends, Hooman says, “To be honest, that one depends on
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the character. I don’t have any specific preference.” Hooman has traveled to Iran twice within
the last 16 years. Most of his friends are non-Iranian; however, he identifies himself as an
Iranian. His few Iranian friends are born and raised in the United States, so they communicate in
English. Hooman listens to music that is, as he says, “80% in English and 20% in Farsi.” He
prefers to listen to both American and Iranian radio channels to get the most updated political
news about Iran. Hooman likes Greek, Turkish, and Southeast Asian foods; however, Iranian
foods are his favorite. As for the holidays he would celebrate he says, “Since the only holidays
here that you can take break from work are just American ones, we celebrate basically mostly
American holidays, with the exception of Nowruz.” Hooman confirms that integrating American
culture to Iranian culture has given him the opportunity to enjoy both cultures.
Educational experiences. Hooman is satisfied with his level of education and his current
job. With the financial aid he received from his university and his parents, he could finish his
Bachelor’s degree program. He could apply for and finish his Master’s degree via the scholarship
he received from a highly recognized university. He is now in the process of opening his own
business and does not intend to go back to school. He says, “With a Ph.D., you’d only become a
university professor, which is not what I’m interested in. To go for the industry, the Master’s
[degree] is more than enough.”
Hooman says he did not have any knowledge about American cultural norms prior to
immigration. However, he thinks this lack of knowledge and experience has not significantly
influenced his success in education. He says, “The universities that I went to, people were at the
same level as I was … universities like [a highly recognized university in San Francisco].”
Learning about the culture of the United States has been a challenge for Hooman, but he says, “It
wasn’t much of a challenge that would have prevented me from getting in.”
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As for adopting or rejecting American cultural values and norms, Hooman says, “I was
never being resistant to the culture. I was thinking I’m living here. I’ll probably have to live here
for the rest of my life. Maybe I should learn the cultural values. Maybe this is how things work.”
Hooman says he has kept his Iranian culture but has incorporated American cultural values as
well.
Hooman says that lack of proficiency in English was his main educational barrier. He
says he was lucky to go to a community college first because, as he says, “everyone was the
same, especially in ESL classes, everyone was the same level as I was.” The literature also
confirms that remediation programs play a significant positive role in underprepared students’
success in education. However, as Martinez and Leόn (2013) state, neoliberalism promotes a
“one size fits all” policy in education, elimination of bilingual education programs, and
elimination of remediation programs for underprepared students.
Hooman also puts a great emphasis on the role of his teachers and says, “They were
actually more helpful seeing you’re trying to learn and you’re trying to do your best. They were
trying to be more helpful, or maybe, it’s just in California; it’s a different environment.” Hooman
says he has traveled to some other states and has found that states such as Oregon, Washington,
and California are “friendlier and more welcoming to foreigners and immigrants” than some
other states.
Hooman says he has not personally experienced any kind of discrimination in the United
States; however, he has heard “stories here and there.” He points to gender discrimination in his
field of study and says, “The major I picked is actually mostly male-oriented. If you go to any
class or any universities, engineering, especially civil engineering, is like 90-95% male.”
Scholars (e.g., Tietz, 2007) have also found that some fields are more open to men than women;
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however, Hooman is indifferent to the situation as he benefits from the gender discrimination
prevalent in the workforce (Delgado, 1995). His answer to the question regarding gender
discrimination helps us find an answer for the third ancillary question that asks about genderrelated differences among immigrants in terms of educational experiences.
Milad
Milad means birth and birthday in Arabic and Farsi. Milad says he has chosen this
pseudonym because, as a spiritual person, he believes that everyday can be a birthday and a
celebration of life. Milad has a BSc. in Neuroscience, a MSc. in Biochemistry, and a MSc. in
Bioengineering. Milad is knowledgeable in Persian poetry, history, and literature. He immigrated
to the United States at the age of 14 and is now 34 years old. The decision to come to the U.S.
was made by his parents.
Milad’s parents applied for green cards through his aunt (mother’s side). Before getting
married, Milad’s father and mother obtained a Master’s and Bachelor’s degree, respectively,
from U.S. higher education institutions. Upon returning to Iran, Milad’s father attained a very
high position in the banking system of Iran, but he always desired to immigrate to the United
States. Milad says, “My dad wasn’t part of any political group. He didn’t want us to have to end
up going into one of the political groups. They are like a mafia and have their own gangs.” Milad
continues, “He saw that the economy’s really bad, and the foreseeable future is going to be bad
because of the management and the way they are managing the country.” Since Milad’s parents
were “hopeless” about the future of Iran, they sold their properties and came to the United States.
Milad was asked whether he ever thought about living in another country. He said, “No,
but right now, when I advice other people, I tell them Canada or Australia are better. If you can’t
go to those countries, then go to Europe, like Germany.” In response to a question regarding
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what he likes the most about those countries, Milad said, “Canada has the positive aspects of the
U.S., but it also has a good social support system. It doesn’t have the racism that Europe has; it’s
more open to immigrants … same things with Australia.” Milad wishes they had immigrated to
Canada instead of the United States.
Acculturation patterns. For Milad, culture is a way of living. He says, culture “has
influence over your identity and who you are and your sense of self.” He believes that culture
affects one’s relationships and interactions. Milad is well aware of his cultural changes and says:
Back then, because we went to separate schools, boys and girls, and when I came to the
U.S., it was very hard to hug my aunts, I just wanted to handshake … Also Iran is a
patriarchal society, way more than Europe or the United States. I didn’t view women as
equal as men, intellectually. Then, afterwards, when I went to college about, I don’t
know, 15 years ago, my view is now way different such that when I talk to my cousins
who stayed in Iran, and I was very close to them, we have big disagreements that has
caused our relationship to break because my views have changed so much.
While Milad has adopted many U.S. cultural norms and values, he still speaks in Farsi with his
mother, older sister, and younger brother. He believes that it is essential to keep the good things
of both Iranian and American cultures. He remembers his deceased father telling a folk story
about a crow. The crow “wanted to walk like a peacock or something like that. He never learned
how to do it and he forgot his own walking as well!” Milad concludes, “If you try to be
completely American, you’re going to forget to be Iranian, and you’re also not going to become
American.” Milad identifies himself as an Iranian-American and states that most of his friends
are Iranian-American as well, with the exception of a few friends coming from India.
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Milad is a fluent speaker of English and Farsi, so he reads newspapers, magazines, and
novels in both languages. In terms of music, he prefers the new Iranian genre that combines folk
music with modern music, but when it comes to movies, he says, “Definitely English!” When
asked about the foods he preferred, Milad said that he is a pescetarian, i.e., he doesn’t eat beef or
chicken. He usually eats his homemade meal that includes fish, vegetables, and quinoa. He
celebrates Christmas and Nowruz with his immediate family who live in Southern California.
Milad is a perfect example of an educated 1.25-generation immigrant who has successfully
combined two cultures to make a set of values that works best for him, a process that is known as
integration in the literature on acculturation.
Educational experiences. Milad considers himself educationally successful; however, he
says he has not fully achieved his educational goals yet. He says,
I got into a Ph.D. program, but I didn’t get into a funded Ph.D. program. That’s why I
decided to just do this one-year Master’s program and then apply again. So, I’m planning
to apply this fall for the next year.
Milad is interested in bioengineering and neuroscience. He says his English was not good at the
time of arrival in the United States. However, he could improve his English by taking ESL
courses and reading novels. He says lack of proficiency in English has negatively affected his
success in higher education and continues, “I always wanted to go to medical school and later
focus on neurology; I was very fascinated about how the brain works … but my verbal score was
low and I couldn’t get into a medical school.”
Milad believes that unfamiliarity with the U.S. educational system can also negatively
affect one’s success in education and overall life. He says, “Most Iranian parents force and push
their kids to become a physician, or lawyer, or engineer, because back home in Iran, for you to
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make a good living, you have to pick one of those jobs.” Milad exemplifies one of his friends
who wanted to get a Ph.D. in psychology but was pushed to go to medicine. Milad says his
friend could get into the Caribbean Medical School, but his scores were always so low that he
had to quit. Now, Milad’s friend has moved to France and is not happy with his life. Milad
concludes, “In the U.S., you don’t have to pick one of those jobs, you could do a whole bunch of
other jobs and still be in middle class and have a comfortable life.”
Milad is an advocate of critical thinking. He believes being a critical thinker and resisting
being a follower sometimes does not benefit an individual who lives in the United States. Milad
refers to the U.S. educational system and says, “They don’t pay their teachers well, teachers have
too many students in their classes, they focus on standardized testing rather than learning and
becoming critical thinkers or researchers.” When asked why he thinks standardized tests are not
good, Milad said, “They are like games, so you just train kids to become good at this game to get
scores and to get into good schools. Then you end up with professionals who are dumb!” Then,
Milad shared a few stories about his conflicts with his advisers and emphasized that refusing to
be a follower may have negative effects on one’s success in higher education. For the purpose of
confidentiality, those stories are not shared here; however, what Milad says about the U.S.
educational system is compatible with what is found in the literature on the impacts of
neoliberalism on education. Hill and Kumar (2009, p. 12), for example, maintain that
implementation of neoliberal policies is the main reason for the losses of equity, of democratic
accountability, and of critical thought. The authors emphasize that neoliberal educational reforms
and regulations (e.g., No Child Left Behind Act and standardization of educational assessment)
have negatively affected the quality of education and have destroyed teachers’ and students’
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creativity and critical thinking. Lipman (2007, p. 47) also states that the focus of neoliberal
educational policies is not on the quality of education as much as it is on making more profit.
When asked about the barriers he has faced in the course of his education, Milad said,
“student loan debt and high costs of higher education.” He says, “I think back maybe in 1960s
and 70s, U.S. education system was better because they gave more scholarships. Now, it has
become much harder because students have to take more loans and the loans interest rate keeps
going up.” While Milad’s dream is to pursue his education and get a doctoral degree, he is not
sure if he can make his dream come true. He says he would apply to “all universities across [the]
U.S., as far as it’s funded.” He adds, “If I have to take loans, I would probably say no, because I
already have taken loans for my two Master’s degrees.” In fact, the high cost of education is a
natural consequence of privatization and marketization of education. As Ward (2012) states, in
an educational system that is based on neoliberalism, students have to become self-sustaining if
they are to survive. Ladson-Billings (1998a) also states that “perhaps no area of schooling
underscores inequity and racism better than school funding” (p. 20). This is how the achievement
gap between White and non-White students are ensured.
Milad was asked whether he faced discrimination in educational settings or overall in the
society of the United States. He replied:
Yes. For example, when I fill out an application, I see other ethnicities are recognized,
but there is not an identity for Iranians. They give Middle Eastern, but I don’t think
Iranians are Middle Eastern. I think the word “Middle East” comes from an imperialist
perspective. We are more Asian, more West Asian, and they don’t have a category for us.
So, I always put “other” and I think that helped me to get into the university!
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Maghbouleh (2017) also talks about a state of transition in minority group members’ lives when
values, norms, and beliefs become uncertain. Milad’s interview reveals that he has experienced
this stage of ambiguity and uncertainty and has been convinced that he has a better chance when
he hides his ethnicity. He also explains,
I think overall it [September 11] increased the discrimination against Muslim Americans
and Middle Easterners in the U.S.; there was propaganda against Iranians before that,
since the revolution, that just became stronger. So, even though Iranians weren’t involved
in it, they still associate Iranians with it.
Niloofar
Niloofar means water lily in Farsi. Niloofar says she likes this name because it reminds
her of “all the beautiful water lilies in Anzali Lagoon,” a place located in the north of Iran.
Niloofar has a BSc. in commerce from a university in Chicago. She has a double major in
business, i.e., marketing and management system. Niloofar was almost 17 years old at the time
of arrival in the United States; she is 34 years old now. The decision to come to the U.S. was
made by her parents. Niloofar’s parents got their green cards through their son. Niloofar was 1213 years old then and came to the United States with her parents only for summer vacations.
From a teenager’s standpoint, she compares the two countries. She starts her story as follows:
So, when I went to high school in Iran, some of the freedoms that they had taken away
from us, some of the cultural issues, some of the political issues, and some of the
religious issues were getting to me and I kept thinking. I was thinking about the United
States as a haven away from all these. So gradually, within a year or two, I decided to
make my way here. And, the paperwork wasn’t an issue. It was just a matter of detaching
and saying goodbye to parents and the culture, and just taking the dive.
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Acculturation patterns. Niloofar believes that culture is one’s “roots and identity.” She
adds, “When I think of my identity, how I was raised, how I went about doing things, making my
decisions, it always goes back to my roots, which is Iranian.” When asked to give some
examples of cultural traits, she said,
Well, for example, if I’m at a dinner table with friends, I always insist to pay for them,
and it’s a very cultural thing. But when I’m associating with Americans, they’re used to
breaking the bill and each person paying for herself, so it’s an extremely kind gesture to
them or it’s a very generous act if a person wants to pay for the table.
Niloofar was asked to elaborate on the meaning of culture and say whether language is part of
one’s culture. She said she thinks language is definitely part of culture and added,
Language represents certain concepts … You may think of a star as just being a star, but
when you use it in terms of a concept, a star could mean hope, right? So, I think a
language has certain things embedded in it … for example, when I think of romance,
there are things in my language that I cannot explain if I were to translate them to
English, just because they’re conceptual.
Niloofar also talked about her cultural changes after immigration. She said,
I definitely have become a dual-cultured person. I think I have been able to, and still
strive to do this, to get rid of negative aspects of my culture. And, I think, especially the
age that I migrated to the U.S., it was at a time that I could discern what’s good, what’s
not so good, what’s better, what’s worse. So, I think I was able to understand what could
be a negative aspect of my culture, and I tried to do away with those, and at the same
time I did that with the American culture. There were things that I absolutely did not like,
so I decided not to pick them up. And, there were things that I liked and I picked them up.
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Niloofar speaks with her Italian-American husband in English. After dating a few Iranian
and American boys, Niloofar decided to marry a non-Iranian person, a rebellious decision in her
family at that time! She explains, “Iranian men that I was dating did not like the fact that I had
dated other guys in the past.” Niloofar has a four-year-old daughter and is expecting her second
child. She teaches her little daughter how to speak Farsi. With the rest of the family, including
her siblings, she speaks Farsi or a mixture of Farsi and English. Niloofar’s friends are mostly
Iranian-American. She says, “I’m a true hybrid. I do both. I do Farsi events with Iranian friends
and I do American events with American friends.” Niloofar is a fluent speaker of English and
Farsi, but prefers to read in English. She says,
After, how many years of immigration? 17 or 18 years, there are words that I don’t
understand. There’re references to pop culture that I still don’t understand, especially
from the 80s and early 90s, so reading in English helps me understand those … yeah.
Niloofar listens to classical Iranian music; however, she refers to English channels when
watching a movie or listening to radio. Niloofar celebrates American and Iranian holidays. She
tries to familiarize her daughter with Iranian culture and travels to Iran almost every three years.
While keeping her origin culture, Niloofar has adopted the cultural values and norms of the host
country, a process that is called integration in the literature (Berry, 2001).
Educational experiences. Niloofar is not satisfied with her level of education. She says,
“I could probably do more. I think I have the potential to do more. So, no, when I think of my
education, I don’t find it like a huge success.” However, Niloofar is proud that she has done all
her education by herself and without any parental support. She says she may go back to school
just for pursuing personal interests such as studying organic chemistry, anthropology, or African
Studies.
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When asked whether she was familiar with American culture prior to immigration,
Niloofar said, “To some extent, yes.” As for the impact of familiarity with the culture of the host
country on one’s success in higher education, she says, “I don’t think it has anything to do with
it.” She adds, “The reason why I achieved my degree was because I had high motivations and I
had the drive to do it … I wanted independence and a career and having control over my life by
having my own income.”
When asked to talk about what she likes or dislikes about the United States, Niloofar said
that she likes the way children are raised in the United States. She says, “Children here learn to
fly … this is how humanity goes forward.” Niloofar believes that familial attachments prevent
individuals’ growth. However, there are two things about the United States that Niloofar does not
like, “one is consumerism and the other one is being “disrespectful” to the elders.” She says she
does not like “the way kids talk to their parents … It was a complete shock for me [to see] how a
child could call their parents an asshole … or the way they behaved in the class.” She explains:
I remember in Iran, when a teacher arrived in class, we had to stand up and respect. And,
when I arrived in the U.S., I would see students had their legs up on their chairs, and they
were eating snacks, and they weren’t listening. So, that was a culture shock for me.
When asked whether she would resist a cultural norm that she dislikes, Niloofar said, “In a way,
I guess I’m resisting it … I went for something conservative for sure, something in between.” As
Niloofar says, her resistance to follow some cultural norms of the United States did not have any
effect on her success in higher education. Niloofar’s response helps to find an answer for the
second ancillary question that asks about the impacts of resistance to adopting cultural norms on
immigrants’ academic success.
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When asked to talk about barriers she has faced towards accomplishing her educational
goals, Niloofar talked about “lack of knowledge about the U.S. educational system” and “lack of
financial support.” She believes she could be more successful if she had not faced these barriers
to her education. She also believes that if she were more familiar with American culture, she
could make more friends and she would not have felt so lonely in her college years. It can be
inferred that familiarity with the culture of the host country may have positive psychological
effects, but does not probably have major direct impacts on one’s success in higher education.
Niloofar was asked whether she experienced discrimination during her course of
education. She said she thinks the type of discrimination she has experienced was not directed at
her ethnicity. She explained:
I remember once I was in, like, a study area. And, I think it was the Passover. It was a
Christian or Catholic holiday. So, this lady comes in and starts asking everyone what they
gave away for Lent. And, people were saying, ‘Oh, I gave away this, I gave away that,’
and then she asked me ‘What did you give away?’ And I said, ‘I don’t practice. In fact,
I’m not Christian.’ And there was a silence. She didn’t say anything. And then, someone
else walked in and the lady asked her, ‘So, what did YOU give away for Lent? Are you
gonna tell me that you don’t practice either?’ And I felt so upset.
As Yosso (2005) states, marginalized groups have various forms of cultural capital that are often
ignored by the dominant groups. As Niloofar’s example suggests, nobody in the study area
bothered to ask Niloofar about her cultural background or, for example, the holidays she would
celebrate. Niloofar later added that she can see gender discrimination in her workplace. As
examples, she noted that promotional opportunities are more available to her male colleagues
and there is a pay differential between men and women in her workplace.
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Omid
Omid is a Persian name meaning hope. Omid says he always wished his real name was
Omid because “it has such a positive meaning.” I told him that he could change his name if he
wanted; he replied he is used to his name and does not like to change it. Omid has a BSc. and
MSc. in Computer Science from a university in San Diego and a university in San Jose
respectively. He was almost 17 years old at the time of arrival in the United States; he is now 32
years old. Omid leaves Iran and goes to Armenia at the age of 15 in order to avoid the mandatory
military service in Iran. After two years, his parents tell him that their application for green
cards, which was through Omid’s grandparents, is finally approved and they can move to the
United States. Omid has four uncles who have been living in Kansas for more than 30 years. He
says, “I don’t know why people think here is the heaven. It’s not. It’s absolutely not. You have to
work your … Sorry!” He laughs. In response to a question regarding his favorite place to live, he
says,
I’m actually considering Europe, you know, I just can’t stand people talking about money
all the time. They just always want to have more, and you’ll get more if you work harder.
But I like a life that everyone has the basics, like in Europe.
Other participants (e.g., Milad) also expressed similar ideas about lack of social equality and
equity in the United States.
Acculturation patterns. For Omid, culture is one’s identity. He says, “Culture is like the
way you behave, the way you act, based on some certain things that were taught by your parents,
and that forms your culture, … being welcoming to guests, for example, is part of Iranians’
culture.” Omid believes that his culture has changed as a result of being in contact with
American culture, but he puts an emphasis on his own role in adapting “the good parts” of each
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culture. He says, “I’m trying to adapt to the good, you know, parts of this culture and also keep a
good side of my culture.” He adds,
For instance, like, the way we are talking right now. I know most of Iranians are loud;
they like to speak loud and you know, they try to make a scene wherever they go. That’s
why I don’t like … for instance, this is what I learned here. They respect the … how do
you say it? Privacy. In Persian culture, there’s not much privacy … Parents, for example,
are like, so much controlling, so they are all over your life, so you don’t have any
privacy, but one good thing that I learned here is what privacy is and also respect the
personal space. That’s something that we don’t have in Persian culture. So, somewhere,
this change began, trying to keep the good things of this culture and tie it to the good
things from my culture.
Omid speaks with his parents in Farsi. With his siblings and fiancé, he code-switches
between Farsi and English. Omid has never returned to Iran after immigration because of the
mandatory military service and drafting. However, he follows the news about Iran and knows
how things are going there. He listens to “Persian happy songs” and American rap or hiphop and
loves Iranian foods, but does not go to Persian restaurants. When asked why, he said,
They combine Persian music with belly dance, which I’m truly against … This is not our
culture; again, if we’re going back to it, this is Arabs’ culture. I have nothing against
Arabs, I respect them, but you cannot tie Arab culture with Persian culture.
Omid has friends with different ethnicities. When asked about the ethnic background of people
with whom he would go to social functions such as picnic or sports events, he said,
For sports events, I try to stay away from Persians because they don’t understand the
whole concept of having fun. I’m very competitive myself because of my background,
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I’ve always been competitive, but after coming to this culture, I realized, Hey! Some of
the games are for fun, so if you’re gonna have some fun times out there, it doesn’t matter
who wins or loses.
For the purpose of marriage, however, Omid says, “I have pretty much dated different
ethnicities—Europeans, Americans, Asians—but we had a lot of cultural differences, and now,
120% sure she will be Persian!” Omid’s cultural changes seem to be of an integration type of
acculturation because he has maintained his origin culture, but has adopted the cultural values
and norms of the United States as well.
Educational experiences. When asked whether he considered himself successful in
education, Omid said, “Somewhat … No … My goal and dream was something else, totally
different from computer science.” In fact, Omid’s dream was to become a pilot, but after
immigration to the United States, he was told that being an Iranian, he would not be able to find
a job as a pilot. He is still thinking about pursuing his dream as a hobby. When asked whether he
would consider applying for a Ph.D. program, he said, “I still love to go back to school; I love
school and I was actually considering it.” However, Omid’s parents as well as his older sister,
who has a doctoral degree, are encouraging him to change his mind saying that “It’s a waste of
time!” and that if he wants to learn something, he could “go to the actual industry, and there’s a
lot more to learn there, compared to school.” Review of the literature also confirms that an
educational system that is founded on neoliberalism pays less attention to the quality of
education and student’s learning process. Such a system, as Martinez (2016, p. 23) confirms,
ignores students’ needs and lumps all students into a “one size fits all” pedagogical scheme.
Omid was asked about his knowledge of American language and culture prior to
immigration. He said he was totally unfamiliar with American language and culture at the time
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of arrival in the United States. He added that he was interested in learning English through
music, but his ESL teacher always warned him this was not a good way for a beginner. Omid
says he could finally improve his English by practice, i.e., speaking more and writing more. In
response to a question regarding the impacts of familiarity with American culture on success in
higher education, Omid said, “Knowing the language definitely helps, but culture … I don’t
know … I don’t think so.” Omid’s response helps to find an answer for the main research
question that asks about the impacts of acculturation on immigrants’ success in higher education.
Omid was asked to talk about what he likes or dislikes about the United States. He said
that respecting “privacy and personal space” is what he loves about American culture the most.
Omid said that there are a few things, however, that he does not like about the United States; one
is the way teenagers talk to others, particularly their parents. Omid says,
When I came here, mostly teenagers used bad language, while in Iranian culture we
cannot use bad language in front of the parents or elders under any circumstances. That’s
a thing that I didn’t like. Why you have to go home and say F this, F that, F this? I don’t
like it and I have to remind my brother of it pretty much every day … So, this is a thing
when I want to make friends. For the first few times, I want to see if they’re respectful
and polite.
Comparing American and Iranian cultures, Omid maintains,
We are family oriented; Europeans and Americans are not … Like, me and my mom talk
everyday, not like four times a day, one time is fine, but one of them [his American
girlfriend] was getting really mad about it, like, ‘Why is your mom checking on you?
You’re an adult’ and I was like, ‘No, you just don’t understand, this is just a cultural
thing.’ The thing is that we are just family oriented.
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Omid believes he could not find many friends while in school because he had different cultural
values. However, he believes that resisting cultural norms does not have any significant effect on
one’s success in higher education.
Omid was asked to talk about the barriers or problems he had in his course of education.
He said that his lack of motivation to learn English was the main barrier to his education. He
explained, “The teachers were great, but I was not listening! I had no interest in ESL … nothing
at all, just music.” Omid added that his lack of knowledge about the cultural norms of the United
States was also another problem. In fact, this is a good example of what is called in the literature
a self-condemnation process (Delgado, 1989, p. 2412). By blaming himself, Omid is
internalizing the stereotypes that the dominant group creates to “justify the world as it is” in
order to maintain their power.
Omid also believes that he has not faced any gender discrimination during his education,
not in the United States nor in Iran. However, he has experienced ethnic discrimination on
different occasions. He says,
Back in [the name of a university], second quarter, there was this teacher … a White
American … very young. He accused most of the Middle Eastern people of cheating. He
had no evidence, nothing … There were four of us in that class. Four of us were Iranians.
He accused us and, like, ten Koreans.
In response to a question regarding how they reacted, Omid said,
There is a, what is it called? Advocate, I guess. They act as a lawyer for you, so you can
take this to students’ court, which we all did. We said, ‘This is discrimination.’ But they
did not accept it … So, we just dropped it. I didn’t want any trouble.
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Omid’s story is confirmed in the literature on education. Giroux (2003), for example, contends
that we are witnessing an era in which education is no longer a public sphere to prepare students
for critical democratic engagement. Lipman (2007) also maintains that neoliberal policies
promote social discipline for an obedient labor force who never questions the system.
Sahar
The word sahar is used in Arabic and Farsi. It refers to a time just before dawn. Sahar
says she likes this name because it reminds her of a famous Iranian poem. Sahar has a BSc. in
Molecular Biology from a university in California, and an MD in Medicine from a university in
Virginia. Sahar was 15 years old at the time of arrival in the United States; she is now 32 years
old. The decision to come to the U.S. was made by her parents. Sahar’s parents applied for green
cards through one of their siblings and received an approval letter after 12 years. In response to a
question regarding the decision-making process to leave Iran, Sahar says,
The decision was made, one, because we had a lot of family members in America, two,
because of the opportunities, like education and … it was probably mostly for me and my
siblings that my parents wanted to come here.
Acculturation patterns. Sahar says, “To me, culture is pretty much your upbringing,
your family, and your surroundings, from the time where you were born until, I guess, however
old you are … it’s the way of doing things.” Sahar adds that showing respect for the elderly or
for certain traditions are part of people’s culture. When asked to talk about her cultural changes
after immigration, Sahar said, “Basically, I can probably say I pick and choose what I like to
adopt from the American culture, except the language.” Sahar explained that she was obliged to
pick up the language and other things that were useful for progressing in her education and
profession, but she had an option to accept or reject other cultural traits such as friendship
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dynamics. She said, “I would say I consider myself bicultural at this point.” As Sahar observes,
the U.S. education system is based on monolingualism. In fact, forcing non-English speakers to
learn English is in line with neoliberal policies that aim to ensure White supremacy.
Sahar speaks a mix of English and Farsi with her parents and siblings. She can speak
Turkish and a little bit of Spanish as well. With her friends, she says, “It depends. With Iranian
friends, I speak Farsi, and with American friends, I speak English.” She has American, Iranian,
and Asian friends. She is a fluent speaker of English and Farsi, but feels more comfortable with
reading in English. She listens to Iranian and American music, but prefers to watch American
movies. Although most of her dates have been Iranian, she does not have any preference for a
specific ethnicity for the purpose of marriage. Sahar’s cultural changes seem to be more of an
integration type of acculturation.
Educational experiences. Sahar says that she has achieved all her educational goals.
While in high school, she took more mathematics-related courses just because she thought
mathematics needed less proficiency in English. As an undergraduate student, while her major
was computer science, she took a few biology courses and, she says, everything changed since
then. Sahar explains, “I was doing more computer science, but my interest in that stuff died out
and it became a little bit boring to me compared to biology and human health and anatomy and
physiology.” In terms of future plans, she says, “My plan for future is to expand my practice and
potentially open my own business.” Using the word “business” for someone who is in the field
of human health was noticeable.
Sahar was asked to talk about her level of knowledge about the cultural context of the
United States prior to immigration. She said she was familiar with American culture before
immigrating to the United States; however, this knowledge did not help her as much as she had
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expected. When asked to elaborate on that, Sahar said, “I was familiar with the kind of stories
you hear, but it was more … I mean there would be things that you couldn’t really expect.” Sahar
is implying that the nature of culture is dynamic and familiarity with the culture of a host county
prior to immigration does not help to learn about the cultural context of a country as much as
living in the culture does.
However, Sahar believes that her proficiency in English helped her to be a little ahead.
She says, “They place you in ESL classes based on how much you know, so there’s ESL1, 2, 3, 4
… and I think I was already in 2 or 3 or something like that. So, I was ahead just a little bit.”
Sahar adds that age of arrival plays an important role when learning a new language. She says,
“My sister knew less English than me, but she came when she was younger, so her English
improved faster than me.” Berry et al. (2006) also maintain that age plays a significant role in
linguistic acculturation and that children who are exposed to a second language at early ages are
at an advantage compared to adults. However, Sahar’s reply shows that learning English is one
of the problems immigrants have upon arrival in the United States.
When asked to talk about what she likes or dislikes about the United States, Sahar said,
she likes the educational opportunities the most. She said, “Here, if you really set your mind to
do something and go through what needs to be done, you can accomplish anything that you
want.” Obviously, as Delgado (1995) states, while discrimination is prevalent, it is often not
recognizable to people who benefit from it. It can be inferred that immigrants who enjoy the
same opportunities that are available to the Whites are less likely to recognize discrimination
exposed on others.
Sahar was asked to say how she would solve the conflicts between the cultural norms of
the United States with those of her country of origin. She said:
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I’m sure I have found [conflicts between cultural norms of the United States and those of
Iran], but the way I deal with things will make it seem like I haven’t … I know some
people get frustrated or get pissed off [because they want] one way or another. I’m not
particularly like that. I would say I’m more easygoing in both set of cultures.
As Sahar says, she has always been focusing on her educational goals, so she has adopted any
cultural values that could help her achieve her goals, regardless of her preferences.
When asked to talk about barriers she has experienced in her course of education, Sahar
said being forced to read materials in English was the main barrier to achieving her educational
goals. She was asked whether she had any financial problems while pursuing her education. She
said she did not have any problem because she took student loans, received grants and
scholarships, and had her family’s support. She added,
It does bother me that when you’re done with professional schooling here, you end up
with a lot of loans, and they are really high-interest loans, and you know, you have to
keep paying them back forever. That part bothers me, but it doesn’t bother me to a point
of regretting it. If I were to go back and do it again, I would not change a thing.
As Sahar’s response reveals she has been privileged to be able to focus on her education without
being worried about financial issues. Her saying that she is not overly worried about paying back
high-interest-rate loans is a revealing fact about her socioeconomic status. Other immigrant
students, however, are not always that privileged. As Giroux (2002, p. 445) states, many students
are dissuaded from even thinking about pursuing a degree in higher education due to lack of
financial support, costs of higher education, and fear of backbreaking debts and loan payments.
Sahar was asked whether she faced discrimination in the United States. She said she did
not face any form of discrimination either in the United States or in Iran. She explained,
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Well, in Iran, that was my country, so everyone was being treated the way I was being,
you know? If it was one way, it was that way for everybody. Here, there is
[discrimination], I’m sure … because, I mean, you apply to different universities and who
knows why you get into one and rejected from another, but I never considered it being
discrimination, or maybe I was just thinking too positively.
Sahar does not believe that discrimination and racism in the United States targets minority group
members. She thinks in some parts of the United States, coming from a different culture is even
an asset because “They know you had to overcome some barriers to get there.” She also says, “I
can’t really pinpoint much because of the places I’ve been. I mean I went to a very liberal
college, and then, even medical school was pretty diverse. I’ve lived in California; it’s pretty
diverse.” Literature on minority groups, however, does not support Sahar’s beliefs about racism
in the United States. First of all, as Taylor, Gillborn, and Ladson-Billings (2016) state, diversity
has become a very superficial concept in the United States; it is limited to celebrating cultural
varieties and traditions. However, diversity is much more than celebrating and appreciating
variety; it includes, but is not limited to, giving non-White citizens and immigrants a role to play
in the power structure and decision-making positions. Secondly, contrary to what Sahar says,
Iranian Americans are subject to discrimination and racism regardless of where they live. As
Maghbouleh (2017) states, “As socially non-white forever foreigners … no amount of
occupational prestige, income, wealth, or residential integration can seemingly save Iranian
Americans from being cast out as racially non-white,” hence, being subject to racist actions in
places as diverse as Los Angeles and Beverly Hills ( p. 46). One way to explain why Sahar does
not recognize discrimination despite its prevalence is to say that sometimes immigrants are
imposed to covert forms of discrimination that are hard to detect.
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Sepehr
Sepehr is a Persian name meaning sky. Sepehr has chosen this name because it reminds
him of his childhood when he dreamed of becoming a pilot. Sepehr has a BSc. in Finance from a
university in San Jose. On weekends, Sepehr works voluntarily in a community center and gives
financial and occupational advice to Iranian immigrants, particularly newcomers who need to
learn about the conditions of investment in the United States or have job-related questions.
Sepehr immigrated to the United States at the age of 15; he is now 26 years old. Regarding the
decision-making process to immigrate, Sepehr says, “It was my parents’ decision; I wasn’t really
involved in the decision to come here.” Sepehr’s parents applied for green cards through his
grandparents. They wanted to be with their relatives and used to say “America is a phenomenal
place to live and for anything you dream, there’s a way to accomplish it.” After eight years,
Sepehr visited Iran and decided to go back to his home country. He says,
I remember someone suggested that, ‘Instead of making the decision to go back to Iran,
why don’t you just create a situation so that you can go couple of times at least a year?’
So, I did. I went a couple times a year, and I realized I can’t really live there anymore …
In Iran, you have to fight for very basic needs.
In fact, similar to other participants, Sepehr is accustomed to comparing every aspect of life in
the new environment with that of his country of origin.
Acculturation patterns. Sepehr defines culture as “a set of values and beliefs and
priorities that someone might have.” He adds that, “the way people value family, for example, is
part of, maybe, the culture of countries from the East.” Sepehr believes that his culture is now a
combination of both Iranian and American cultures. He says, “I think being attached and being
so loving and kind to my parents and respectful, I think that’s maybe an Iranian thing.” Sepehr
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adds, “Iranian parents have a lot of influence over their children. I don’t think for me that’s been
the case; I think I’ve shaped my own values and what I believe in.” When asked how his parents
would react when he disagrees or resists something, he said,
They would be shocked at first, but I think after a while they become accepting of who I
am. Also, they realize that here in America, people choose for themselves and it’s not just
parents choosing your life partner, or your major, or what you do for a living.
Sepehr emphasizes that his culture has changed after immigration and says, “I think I’m now less
dependent on others and on family.”
Sepehr speaks in Farsi with his parents and older sister. With his younger sister, he
speaks in Farsi and she replies in English. He visits his family and friends in Iran every year. He
has dated a few Iranian girls, but he emphasizes that he is looking for someone like himself, i.e.,
Iranian-American, someone “who’s been here for many years, but also has that Iranian
background.” Sepehr listens to American radio channels but watches Iranian movies, especially
the ones that are made in Iran. His favorite foods are all Iranian foods. He celebrates Christmas
only. He says that for him, after living in the United States, Nowruz (the Persian New Year) does
not have any particular meaning. Overall, Sepehr, as he confirms, has combined the cultural
values of his host country with his origin culture, a process that is known as integration.
Educational experiences. Sepehr is not that satisfied with his education. He believes he
should pursue an MBA; however, in order to follow this dream, he would need to get a loan. He
does not intend to apply for a Ph.D. and says, “I think Ph.D. here is good if you want to do
research or be in an academic environment, mostly. I don’t really think it helps you in the
workforce.” In fact, the incompatibility between one’s level of education and his or her income is
a negative factor for some when planning for their future.
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Sepehr has been visiting America since 1998 when he was a kid. He says he was very
familiar with the cultural context of the United States at the time of arrival. He believes this
knowledge has helped him to succeed in education, but adds that unfamiliarity with American
culture does not necessarily lead to failure. This is also confirmed in the literature (GarcíaVázquez, 1995; Hoffman, 1989).
When asked to talk about what he likes or dislikes about the United States, Sepehr said he
likes many things about Americans. He explained that Americans “take the responsibility for
their actions and decisions … and are more comfortable with who they are than Iranians in
general.” He also appreciates living in a country where being independent is valued, as opposed
to Iran where “people are so dependent on each other and can’t just live an independent life.”
This is another example demonstrating how immigrants often compare their host country with
their country of origin. Sepehr was asked whether there was any American cultural value or
norm that he resisted adopting and he said,
I think we are privileged enough to come out of Iran and experience other cultures and
other set of values and perspectives. I think we have to create something that’s most
meaningful to us. There are a lot of things about Iranian culture that I really like … You
just have the opportunity to choose things that you like and get rid of the things that you
dislike … I never felt like I’m forced to do certain things or get rid of some values.
In other words, Sepehr considers it important to maintain the good parts of each culture. He also
believes that immigrants should take active roles in integrating American and Iranian cultural
values.
Sepehr was also asked about his major educational barriers. He said that not being fluent
in English was his main challenge at the time of arrival in the United States. He said he managed
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to overcome this barrier by reading English materials. Now, the main educational barrier for him
getting an MBA is the high cost associated with additional schooling.
When asked whether he faced discrimination after immigration, Sepehr said he did not
personally face discrimination in the United States, but he knew his friends who lived in other
states had different experiences. Sepehr says,
Here in California, schools have so many different groups and clubs and stuff that you
feel very welcomed. There’s so much mentorship that goes on, there’s so many small
groups and subgroups and workshops that you automatically feel very welcomed and you
don’t really have challenges other than language probably.
Sepehr’s perspective regarding discrimination is close to the previous participant (Sahar);
however, he puts more emphasis on the impacts of the context and the role of perceived
discrimination on immigrants’ success in higher education. He believes that living in a state
where having a different language and culture is not stigmatized has helped him succeed in
higher education. Maghbouleh (2017), however, believes that Iranians are “forever foreigners”
no matter where they live.
Taraneh
Taraneh is a Persian name meaning melody or song. Taraneh says she likes this name
because she likes music. Taraneh has a BSc. in Architecture from a very reputable university in
San Francisco. She immigrated to the United States at the age of 17 and is now 33 years old. The
decision to come to the U.S. was made by her parents. Taraneh’s parents applied for green cards
through their relatives. Besides her six uncles who live in the United States, Taraneh has many
relatives in Sweden and Canada. However, Taraneh’s mother always wanted her children to
grow up in the United States. Taraneh says,
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I definitely know that for her and for my dad it was very hard as far as the language, as
far as start a new life in that age and in a new country would definitely be hard, but they
chose to go through that tough life just because all of us be successful.
In fact, similar to many immigrants, Taraneh’s parents thought about the United States as the
“land of opportunity.”
Acculturation patterns. Taraneh believes that culture has a very powerful meaning. She
says,
Culture, I think, is our background, so, the way that you grow up, and the way that our
parents show us how to grow up and the type of goals we’re looking for … and looking
back to my mom and my dad and my family, and following them as we go, and believe in
it, that’s culture for me.
Taraneh believes that, “being honest, being successful, being ourselves, and believe in ourselves”
are part of one’s culture. She thinks her culture has not changed as much. She believes that at the
age of 17, when she immigrated to the U.S., her culture was already formed; however, Taraneh
says,
You know what? I try to combine these two together. I definitely like the Iranian culture.
And then, I came to the United States. I try to pick the stuff that is closer to my culture,
and go with it … I try to combine these two together and pick the best one.
Taraneh speaks in Farsi with most of her friends and family members. She says, “Many
of my friends have come in, like, last four or five years, so their English is not as good as their
Farsi, so I talk Farsi with them.” Taraneh says she has many American and Iranian friends. When
asked about the ethnicity of people with whom she would go to various social functions, she
said, “I do go to the gym and some sport challenges that we go, and those are non-Persian.” She
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added, “I don’t choose them because they’re Persian or non-Persian. I’d rather have good friends
with good vibes around me, so it doesn’t matter if they’re Persian or non-Persian.” However,
Taraneh is sure that she will marry an Iranian with the same cultural background as hers.
Together with her brother, Taraneh runs a successful business and most of their customers are
Iranians. She barely finds time to read newspapers or magazines, but she likes to watch
American movies. She always listens to music, “preferably Persian classic and pop music.” She
likes American, Mexican, and Thai foods. She also celebrates American and Iranian holidays.
Christmas and Nowruz are the two events Taraneh would definitely celebrate. She used to
celebrate Mother’s Day in both American and Iranian calendar until last year when her mother
died from cancer. Taraneh’s cultural changes are more of an integration type of acculturation.
Educational experiences. Taraneh says she has been successful in education; however,
she has always dreamed of getting a Ph.D. in her field. Due to some family health issues as well
as the high cost associated with higher education, she preferred to take care of her family
business. That is her priority for the time being. Since following her educational goals seems
improbable in the near future, she says, “My plan for future? Being really successful in whatever
that I do and being happy.” She adds, “I’m thinking about a second branch or just expand my
place, but that’s something that needs money.” Taraneh has experienced a culture shock upon
arrival to the United States. She says,
A lot of things were very different for me. The behavior of people who were in my age,
the way they talked about a lot of things that we never talked about in Iran … And I was
always shocked why the parents let them, and they talk about these stuff with their
parents, and I have that respect that I cannot talk to my parents about those stuff.
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Many years have passed since then, but Taraneh is still uncomfortable talking about the “stuff”
that had shocked her upon arrival in the United States. As an example, she just points to “the
relationship between boys and girls” and that “they can travel together.” She says it took almost
three years for her to get used to the American lifestyle and feel comfortable in the new country.
She adds, however, that cultural differences had no effect on her success in education.
Maghbouleh (2017) also refers to a liminal stage in immigrants’ life when many traditions and
beliefs are volatile.
Taraneh was asked to talk about the things that she liked the most about the United
States. She said, “Freedom” and added,
You see from my answers that I love Iran. I love the culture of Iran, but if you tell me go
back and live there, no, I can’t. A lot of things bother me now … Here, I have option to
cover myself or not, to get fast or not, to pray or not, and also the other stuff that if I want
to do it, I do it. But over there, there was always someone who is forcing you. I’m not
okay with that.
However, there are a few things about the United States that Taraneh is not comfortable with.
Having sexual relationships at early ages is one of them. She says,
I do have a lot of 15- or 16-year-old [a minority group] employees that they have one
kid, and don’t have husband, or they have a boyfriend, or they got divorced and are single
moms. They have one or two kids. Most of them, like, 80% of them are like that. I’m
like, ‘Why? What is it that makes you guys to have kids? What do you want from life?’
They just don’t have any goal; they don’t even know themselves and can’t be a role
model for their children and can’t teach them what is right or wrong.
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Taraneh emphasizes that such things probably are not norms, but even if it were, resisting it
could not have any negative effect on one’s success in higher education. On the contrary,
Taraneh believes that resisting some cultural norms helps one to focus on studying and not be
easily distracted. Taraneh says she has resisted many American norms and values; however, her
resistance to adopt U.S. cultural norms is a conformist type of resistance, a situation in which
people are motivated by social justice, but do not have any critique of the oppressive factors and
continue to be part of the system. In this case, Taraneh pointed to a social issue, i.e., teenagers’
pregnancy; however, she cannot critically analyze the underlying factors creating such a
situation. She just tries to help the victims by giving them an opportunity to work and earn
money. Taraneh’s viewpoints about resistance to cultural values are helpful when finding an
answer for the second ancillary question that asks about possible impacts of resistance to
adopting cultural values on immigrants’ success in higher education.
When asked to talk about educational barriers she had faced, Taraneh talked about two
factors that had negatively affected her success in education: financial problems and language.
She explained that in order to pursue her education, she needed to get a loan. The hardship she
had experienced when paying back her previous loans convinced her to avoid this option in
future. Taraneh said,
I did get a lot of loans, and I was really scared … but my brother always told me, ‘If you
want to go to school and finish university, you have to make sure to finish it very fast, so
don’t worry about working. Whenever you graduate, you definitely can make money and
will pay off those loans, so take as much as loans you need and don’t think about it!’ I
took his advice, but it was very hard. I had to minimize all my expenses to pay off my
loans.
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Giroux (2002, p. 445) also confirms that neoliberal educational policies cause many financial
problems for students, especially students of color. He maintains that lack of financial support
and costs of higher education, with the associated fear of backbreaking debts and loan payments,
dissuade many young people from thinking about pursuing a degree in higher education.
Taraneh also added that lack of proficiency in English had negative effects on her success
in education. She said, “If I knew English better, I would be definitely more successful in my
grades … because I’m a very shy person, and architecture was all about presenting stuff. So, I
remember I had tough time then.” The literature also confirms that the impacts of neoliberal
policies on second language learners deserve special attention. Attacks on multiculturalism and
multilingualism and promotion of a Eurocentric culture that encourages English-only curricula
have negative impacts on English Language Learners (ELLs).
Taraneh was asked whether she experienced discrimination in the U.S., she said she did
not. She explained, “I never faced discrimination in school or working environment. In
architecture, there’s mostly guys when we go to the field. Most often, I was the only girl, but I
never felt discrimination.” The interesting point is that Taraneh is admitting that there is gender
discrimination in her field of study; however, she does not consider it as discrimination. Taraneh
might be unaware of or inattentive to various forms of discrimination; however, it is more likely
that she is comparing the cultural context of Iran with that of the United States.
Emergently Constructed Themes
This study attempted to fill the research gap regarding the impacts of acculturation
patterns on 1.25-generation immigrants’ success in higher education. The focus was on the
impacts of acculturation patterns and processes on 1.25-generation third-wave Iranian
immigrants’ success in higher education. After analyzing the transcribed data, four major themes
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were constructed: (a) additive linguistic acculturation, (b) cultural incorporation and integration,
(c) conformist resistance, and (d) discrimination relativity. The term additive acculturation was
used by Gibson (1998) to refer to acquiring additional knowledge and skills in another language.
Additive linguistic acculturation is viewed as an invaluable asset that benefits students. In other
words, the first theme that emerged from the findings puts an emphasis on multilingualism as an
asset. No relationship between type of acculturation and success in higher education was found.
The second theme, cultural incorporation and integration, focuses on the participants’
cultural patterns and processes after immigration. While participants differed in terms of
acculturation patterns, majority of them had integrated American cultural values to their Iranian
culture. All participants emphasized their active roles when deciding which cultural values to
adopt or reject. The third theme, conformist resistance, refers to the participants’ reactions
towards the adoptive country cultural traits that are different from or opposite to their home
country values and traditions. In this study, the participants showed a conformist type of
resistance; they were aware of social injustice, but had no critique of the status quo and
continued to operate within the system. As such, the participants found no relationship between
resistance to adopting cultural values of the host country and success in higher education.
Finally, the fourth theme, what I have called discrimination relativity, refers to the
participants’ unawareness of various forms of discrimination and racism in their adopted
country, possibly as a result of previous experiences with high levels of discrimination in their
home country. In the next page, Table 4 illustrates the relationship between the main and the
ancillary research questions and relevant themes.

168

Table 4
Relationships between Research Questions and Themes
Research Questions
Main Q: How and in what
ways do acculturation
patterns and processes of
1.25-generation thirdwave Iranian immigrants
to the United States affect
their success in higher
education?

Themes & Attributes
Additive linguistic
acculturation

1) How and in what ways
1.25-generation thirdwave Iranian immigrants’
cultural values have
changed after immigration
to the United States?

Cultural incorporation
Innovative acculturation

2) How, if at all, do 1.25generation third-wave
Iranian immigrants’
resistance to adopt U.S.
cultural values and norms
affect these immigrants’
success in higher
education?

Conformist resistance

3) In what ways do the
educational experiences of
1.25-generation thirdwave Iranian immigrants
to the United States differ
due to gender?

Discrimination relativity
Liminality
Covert/Overt discrimination
Privilege
Fugitive culture

Integration vs. assimilation

Data Sources & Literature
Omid’s interview:
“Knowing the language definitely
helps, but culture … I don’t know
… I don’t think so.”
LR: Banks, 2001; Escamilla et
al., 1998; García-Vázquez, 1995;
Gibson, 1998; Hoffman, 1989
Sepehr’s interview:
“I think we have to create
something that’s most
meaningful to us.”
LR: Berry, 2001; Mendoza,
1989; Weinreich, 2009
Omid’s interview:
“We said, ‘This is
discrimination.’ But they did not
accept it … So, we just dropped
it. I didn’t want any trouble.”
LR: Solόrzano & Delgado
Bernal, 2001
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Arash’s interview:
“Discrimination? No. Not that I
was aware of, to be honest ...”
LR: Apple, 1979; Cassese & Bos,
2013; Delgado, 1995; Gennep,
1960; Giroux, 1996;
Maghbouleh, 2017; Tietz, 2007

As table 4 shows, this study was guided by four research questions, one main and three
ancillary questions. The first ancillary question asks: How and in what ways have 1.25generation third-wave Iranian immigrants’ cultural values changed after immigration to the
United States? A review of the findings reveals that participants differ in terms of acculturation
patterns; however, the majority of them have integrated the cultural values of the United States to
their Iranian culture in order to make combinations that suit their needs. For example, regarding
cultural changes, Sepehr says his culture has changed. He also adds, “I think we have to create
something that’s most meaningful to us.” Combining two cultures and creating a new one
constitutes Berry’s (2001) integration type of acculturation and is referred to as cultural
incorporation by Mendoza (1989).
A review of the interviews also revealed that immigrants take active roles in accepting or
rejecting cultural values, norms, and beliefs of their host countries. This is what Weinreich
(2009, p. 125) refers to as enculturation and defines it as the process of selectively acquiring the
cultural elements of the new country or retaining the elements of the heritage culture. In the next
chapter, while I put an emphasis on agency, I discuss that many factors (e.g., instituationalized
racism) can greatly affect individuals’ decision-making processes.
The second ancillary question asks: How, if at all, does 1.25-generation third-wave
Iranian immigrants’ resistance to adopt U.S. cultural values and norms affect these immigrants’
success in higher education? Interview data reveals that almost all the participants believe that
resistance to adopting U.S. cultural values does not have any major impact on success in higher
education. However, a review of the details shows that the participants either did not show any
resistance to adopting U.S. cultural values or showed a conformist resistance type of behavior,
which is defined by Solόrzano and Delgado Bernal (2001) as a situation in which people are
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motivated by social justice, but do not have any critique of the context of oppression. Such
people are aware of social injustice but continue to operate within the system. For example,
Omid says, “We said, ‘This is discrimination.’ But they did not accept it … So, we just dropped
it. I didn’t want any trouble.” Taraneh also says,
I do have a lot of 15- or 16-year-old [a minority group] employees that they have one kid,
and don’t have husband, or they have a boyfriend, or they got divorced and are single
moms. They have one or two kids. Most of them, like, 80% of them are like that.
In fact, Taraneh is pointing to a social problem—the great number of female teenagers of a
specific ethnicity who are pregnant and have to work to be able to pay their bills. Still, she is
unaware of the underlying reasons or factors creating such a situation; she just tries to help such
girls by giving them an opportunity to work and earn money. However, participants’ answers to
the questions regarding their reactions to unpleasant situations show that resistance did not have
major impacts on their academic success. This is true, at least, about those who show a
conformist type of resistance. In other words, it cannot be concluded that showing, for example,
a transformative type of resistance would not have any effect on one’s success in higher
education.
In order to see whether there is any difference between male and female participants
regarding educational experiences, the third ancillary question asks: In what ways do the
educational experiences of 1.25-generation third-wave Iranian immigrants to the United States
differ due to gender? In this study, seven out of twelve participants said they did not face any
gender discrimination or any other type of discrimination in the United States. Arash, for
example, said, “Discrimination? No. Not that I was aware of, to be honest.” However, a few of
these participants immediately talked about situations that were obvious examples of
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discriminatory actions. The rest of the participants (five out of twelve) said they had either
experienced or witnessed discrimination in various contexts. A few, for example, said there is a
difference between men and women in particular fields of study and, definitely, in the workforce.
However, the main research question asks: How and in what ways do acculturation
patterns and processes of 1.25-generation third-wave Iranian immigrants to the United States
affect their success in higher education? The participants’ interviews revealed that a distinction
should be made between linguistic acculturation and cultural change. Almost all participants of
this study consider lack of proficiency in English a major barrier towards achieving educational
goals. In fact, in an educational system that is based on Eurocentricism, it is not surprising to see
that learning English becomes immigrants’ obligation. For Iranians most of whom care about
education, it is considered even more vital. Arash, for example, says, “I knew that learning
English is required to succeed in the U.S. education, so I decided to improve my English by
making American friends and reading a lot and studying.” Having a desire to learn English
obviously affects immigrants social networking as well. Acquiring another language, what
Gibson (1998) calls additive acculturation, can be viewed as an invaluable asset because it
broadens one’s worldview and helps people communicate with each other. The point, however,
is that neoliberal policies focus on eliminating federal funds for bilingual education and
encourage putting an end to all federal laws that mandate providing instruction to immigrant
children in their home language (Escamilla et al., 1998). Since language is part of one’s culture,
monoligualism and monoculturalism affect immigrants’ ethnic and national identities in the long
run.
Another important point reflected in the participants’ answers to the interview questions
is that while learning about the culture of the host country is valuable, it is not a requirement for
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success in higher education. As the findings show, acculturation patterns of 9 out of 12
participants are more towards integration. Acculturation pattern of one participant (Arash) has
the characteristics of an assimilation type of acculturation, while that of another participant
(Donya) is more of a marginalization type of acculturation. Also, there is one participant
(Firoozeh) who has moved towards separation. The participant who has moved towards
separation has kept most of her origin culture and has not adopted many of American cultural
values and norms. Categorizing this participant with the group of the nine participants who have
integrated both cultures leads to the conclusion that 10 out of 12 participants of this study have
not abandoned their origin culture in favor of adopting American culture. These participants have
maintained their Iranian cultural values, kept their social interactions with Iranian friends and
family, and celebrated Iranian holidays such as Nowruz; they also adopted American cultural
values and norms that they liked. While neoliberalists (e.g., Friedman & Friedman, 1990)
suggest that assimilation is a requirement for immigrants’ success in education, the majority of
the participants of this study have successfully graduated from U.S. universities while
maintaining their original culture (Banks, 2001). It can be inferred that, as scholars (e.g., GarcíaVázquez, 1995; Hoffman, 1989) state, in order to succeed in education, immigrants do not need
to assimilate to the culture of the host country.
Divergent Findings
In this study, the majority of the participants believed that there is not discrimination in
the U.S., while many scholars (e.g., Delgado, 1995; Taylor, Gillborn, & Ladson-Billings, 2016)
state that discrimination is pervasive and prevalent in the United States. One of the challenging
parts of this study was to explain why and how these participants did not recognize racism and
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various forms of discriminatory actions in the United States. Since the participants belonged to a
marginalized group (Iranian immigrants), providing such an explanation seemed necessary.
In this study, I propose that there are five possible ways to explain this situation. One
possible way is to consider the context from which the participants are coming. It should be
noticed that all the participants of this study are coming from Iran, a country where people are
exposed to high levels of various forms of discrimination. It can be theorized that these
participants are deciding about the level of discrimination in the U.S. based on their previous
experiences in their home country.
A second way to explain why a few participants believe that there is no discrimination in
the U.S. is to look at the characteristics of liminal minority groups. Maghbouleh (2017) explains
about a state of transition in minority group members’ lives when values, norms, and beliefs
including social hierarchies, traditions, and customs become vague and the outcomes become
uncertain. Since the participants of this study belong to a liminal minority group, it can be
concluded that their beliefs about discrimination and racism is uncertain at this point.
Another way to explain the participants’ unawareness of discrimination is to look at the
types of discrimination. Discrimination can be either overt or covert; covert discrimination is
harder to detect. Therefore, while there is adequate evidence for gender (or other types of)
discrimination, some people may not notice it when it is covert. Yet, a fourth way to explain
individuals’ inattentiveness to discrimination is to see how they might benefit from the status
quo. As scholars (Delgado, 1995; Taylor, Gillborn, & Ladson-Billings, 2016) maintain,
discrimination is prevalent, but it is not recognized by those who benefit from it. One of the
participants (Farshid) has perfectly noticed this, so when he is asked whether he thinks there
exists any gender discrimination in education, he says, “It probably does, but I … it’s better to
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ask this question from a girl ‘cause she would say what was missing from hers that I would
probably not see because I’m getting the privileges.” Finally, the fifth reason why some
participants claim they have never faced discrimination lies in their tendency to run away from a
situation in which they are portrayed as victimized people. In the next chapter, all these five
possible explanations will be discussed in detail.
Evidence of Quality
Since replicability adds to research trustworthiness, an attempt was made to provide a
detailed description of the rationale for the design and procedures of the research. A detailed
description of methods used in this research and the processes for participant recruitment, data
collection, data analysis, and data interpretation were also provided. In this study, memberchecking was used to establish trustworthiness and rigor. During the interviews, there was
continual member-checking to make sure the purpose and procedures of the research and the
research questions were clear to the participants. Also, in order to avoid any misunderstanding,
clarifying questions were asked when necessary. In addition, as was mentioned in Chapter Three,
after analyzing the collected data, each participant was asked to take part in a member-checking
session during which they learned about the findings of the study. Then, they were asked to share
their thoughts about the accuracy of the findings and the way their contribution was recorded.
Chapter Four Summary
Chapter Four detailed findings of a multiple case study of acculturation patterns and
educational experiences of 1.25-generation third-wave Iranian immigrants to the United States.
Participants’ profiles included two main sections. The first section focused on the participants’
acculturation trajectories. This section covered the participants’ answers to questions aligned
with the research questions regarding the reasons for the participants’ immigration to the United
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States, their definition of culture, the way they felt their culture had changed, and their
communication and friendship patterns.
The second section detailed the participants’ educational experiences in the United States.
This section covered the participants’ answers to questions aligned with the research questions
regarding the participants’ level of success in higher education, level of familiarity with
American culture prior to immigration and the impacts of this familiarity on their educational
success, level of resistance to cultural shift, educational barriers the participants had faced while
pursuing their educational goals, and the participants’ experience (or lack thereof) of
discrimination in the United States. Four major themes were constructed from the participants’
responses: additive linguistic acculturation, cultural incorporation and integration, conformist
resistance, and discrimination relativity. The relevance of the emergent themes to the literature
was also reviewed. Divergent findings were also discussed.
The following chapter, Chapter Five, discusses the relationship between the major themes
and the research questions in more detail. In order to explore the strength of the themes and
findings of this study, similarities and differences among and between the cases will be
discussed. The implications of this study as well as suggestions for future research on the
impacts of acculturation on 1.25-generation immigrants’ success in higher education will also be
addressed.

176

CHAPTER FIVE: DISCUSSION AND INTERPRETATION
Introduction
This study contains five chapters. Chapter One discussed the foundation of this research.
Adopting a CRT approach, the impacts of neoliberalism on students, particularly students of
color (including immigrants), were discussed. It was explained that from an ImCrit perspective
(my coined term to refer to a branch of CRT that focuses on immigrants’ experiences of
oppression and discrimination), the aim of this study was to explore the impacts of acculturation
patterns on 1.25-generation third-wave Iranian immigrants’ success in U.S. higher education.
Chapter Two reviewed the existing literature on the impacts of neoliberalism on education and
higher education. The literature on acculturation was also reviewed and the gaps in current
research regarding the impacts of acculturation patterns on 1.25-generation immigrants’ success
in higher education were identified. Chapter Three detailed the methodology used in this
research. Chapter Four described the findings obtained from interviews with the 12 participants
of this study and explained the key themes that emerged from analyzing the data.
This last chapter, Chapter Five, provides a summary and interpretation of the findings,
discusses the four emerged themes, and explains how each theme answers a relevant research
question. The connection between the emerged themes and the relevant literature will also be
reviewed. Finally, the implications, limitations, and suggestions for future research on the
impacts of acculturation patterns on immigrants’ success in higher education will be discussed.
Significance of the Study
There is an increasing achievement gap between immigrant and non-immigrant
(particularly White) students (Baum & Flores, 2011; Rong & Preissle, 2008). Some scholars
(Rao, 2008) believe that familiarity with the culture of the host country plays a role in
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immigrants’ academic achievement. While immigrants constitute a large proportion of the U.S.
population, the cultural changes they go through when they come into contact with American
culture are not well-addressed.
Adopting a quantitative approach, many scholars (Berry et al., 2006; Hoffman, 1989;
Portes & Rumbaut, 2006; Steiner, 2009) have focused on the correlation of acculturation with
factors such as age, gender, marital status, etc. In fact, there are very few qualitative studies on
the patterns of acculturation, and even fewer on the influence of these patterns on immigrants’
success in higher education. Adopting a CRT approach, this study aimed to fill this research gap.
The aim was to amplify the voices of immigrants, especially Iranians, regarding the barriers they
face when accomplishing their educational goals. As Ward, Bochner, and Furnham (2001) state,
although U.S. immigrants might come from quite different cultures, the general processes of
acculturation and social adjustments that they go through are very similar; therefore, while the
participants of this study were selected from among Iranian immigrants, it was hoped that the
findings help to gain a better understanding about the impacts of acculturation on immigrants’
success in higher education. It was also hoped that the findings of this study help educational
policymakers create better informed and more effective policies related to immigrants’
education.
Review of the Research Questions
The study started with one primary and three ancillary questions. The primary question
asked about the ways acculturation patterns might affect 1.25-generation third-wave Iranian
immigrants’ success in higher education. The first ancillary question asked about 1.25-generation
third-wave Iranian immigrants’ cultural changes after immigration. The second ancillary
question asked whether resistance to adopting cultural values of the host country would affect
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1.25-generation immigrants’ academic success. Finally, the third ancillary question asked about
immigrants’ gender-related educational experiences. The research was conducted with 12 Iranian
immigrants who had left Iran after the outbreak of the Iran-Iraq War and had arrived in the U.S.
between the ages of 13 and 17. To see what strategies immigrants use to succeed in higher
education, all the participants were selected from those who had successfully obtained degrees
from U.S. universities.
Summary of the Findings
In order to see how immigrants’ acculturation patterns and processes might affect their
success in higher education, twelve 1.25-generation third-wave Iranian immigrants were
interviewed. The interview protocol contained two sets of questions. The first set focused on the
participants’ acculturation patterns, while the second one focused on the participants’ educational
experiences in the United States. The interviews were audio-recorded and transcribed. Four
major themes were constructed from analyzing the data: (a) additive linguistic acculturation, (b)
cultural incorporation and integration, (c) conformist resistance, and (d) discrimination relativity.
Additive linguistic acculturation was identified from the participants’ answers to the
questions regarding the strategies they had used to succeed in the U.S. higher education. It was
revealed that all participants considered learning English a requirement for success in higher
education; however, none of the participants had abandoned speaking in their mother tongue.
Additionally, almost all of the participants considered their cultural funds an asset, rather than a
hindrance. The second theme, cultural incorporation and integration, emerged from the
participants’ answers to the questions regarding their cultural shifts after immigration. It was
revealed that the general acculturation patterns of the majority of the participants showed the
characteristics of integration; however, individuals’ differences were notable. Also, all
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participants mentioned that they had taken active roles in combining American and Iranian
cultures, meaning that they believed they decided which cultural values to maintain or reject.
The third theme, conformist resistance, referred to the participants’ reaction towards
American cultural values that they found unfavorable. Participants’ answers revealed that one
group of the participants had not resisted adopting many of America’s cultural norms and values;
others had resisted adopting some mainstream cultural values. While being motivated by social
justice, the latter group did not have any critique of the status quo and continued operating in the
system, a situation that is referred to as a conformist type of resistance in the literature
(Solόrzano & Delgado Bernal, 2001, p. 317). It was found that a conformist type of resistance
did not have any major impact on the participants’ success in higher education.
Finally, the fourth theme, discrimination relativity, emerged from examining the male
and female participants’ interviews regarding their educational experiences in the United States.
The participants’ answers showed that the majority of them did not recognize the existence of
discrimination, including gender discrimination, in the United States, especially when they
compared the context of oppression in the United States with that of Iran. In the following
section, with an eye to the research questions, the findings of this study will be interpreted. The
aim is to see how these findings help to find an answer for each research question.
Discussion
In order to explore the impacts of acculturation patterns and processes on immigrants’
success in higher education, the 12 participants of this study were asked two sets of questions.
The first set was designed to gain an understanding of the participants’ acculturation patterns and
processes. The focus was on the ways the participants’ cultural values and norms had changed
after immigration to the United States. The second set focused on the participants’ educational
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experiences after immigration. Four themes emerged from the participants’ answers to the
research questions: a) additive linguistic acculturation, b) cultural incorporation and integration,
c) conformist resistance, and d) discrimination relativity.
The first theme referred to the participants’ views about the impacts of learning the
language and culture of the host country on their academic success. The second theme referred to
the participants’ general acculturation patterns after immigration. The third theme referred to the
participants’ resistance to adopting particular U.S. cultural values. Finally, the fourth theme
reflected the differences between male and female participants regarding their educational
experiences as well as their perception of discrimination in the United States. In what follows,
the relationships between these findings and the research questions will be discussed. Each
research question is followed by a summary of the participants’ answers to the relevant interview
questions. With an eye to CRT (more specifically, ImCrit) as the framework of this study, the
findings will be interpreted and discussed. I start with the first ancillary question.
The First Ancillary Question
The first ancillary question asked: How and in what ways have 1.25-generation thirdwave Iranian immigrants’ cultural values changed after immigration to the United States?
Findings of this study illustrate that the participants’ cultural values and norms have changed in
various ways. Except for Hooman, who claims his culture has not changed after immigration, all
participants gave examples of how their cultural beliefs and values had changed after moving to
the United States.
Arash, for example, believes that he has become “more liberal” after living in the U.S.
and that his tolerance for diversity has increased. Bita also says she feels more comfortable
talking about “taboo topics such as sex” and “homosexuality.” She adds that she had never talked
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about such topics in public or even with her close friends before. Donya believes attachment and
dependency is part of Iranian culture; she feels much more independent after living in the United
States. Farshid believes that he is now “open to criticism” and values “women rights and gay
rights” more than before. Firoozeh says she has become less ta’arofi, which means, for example,
she does not like to keep asking her guests to eat more. She believes being ta’arofi is part of
Iranians’ culture and makes people uncomfortable. Milad says his views about women’s rights
have fundamentally changed after immigration. He believes his cultural changes have been so
fundamental that they have affected his relationships with his cousins who still live in Iran. Omid
says his respect for others’ privacy has increased after immigration to the United States. He says
he does not like the way Iranians are disrespectful of other people’s privacy. Sepehr says he has
become “less dependent on others” after immigration.
Hooman was the only participant who thought his cultural values had not changed. He
said he and his family kept the “backbone” of their origin culture. However, Hooman’s interview
reveals that he feels more comfortable reading and writing in English, that the majority of his
friends are non-Iranian, that he has traveled to Iran only twice within the last 16 years, and that
he celebrates basically mostly American holidays, with the exception of Nowruz. In a follow-up
conversation, Hooman agreed that his culture is very much influenced by American culture.
In sum, the findings of this study show that the cultural values of the participants of this
study have changed after immigration; however, the degrees of self-awareness about the shifts
vary from person to person. Most importantly, the findings reveal that individuals differ in terms
of acculturation patterns. In what follows, the participants’ cultural changes are reviewed with an
eye to the relevant literature.
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Cultural incorporation and integration. Padilla (1980, 1987) maintains that individual
differences should be considered in research on acculturation. A review of the findings of this
study also reveals that participants differ in terms of acculturation patterns and process; however,
the majority of the participants (9 out of 12) have moved towards integration in their
acculturation trajectories. For example, regarding cultural changes, Sepehr says his culture has
changed. He also adds, “I think we have to create something that’s most meaningful to us.”
Combining two sets of cultural values and synthesizing a new one constitutes Berry’s (2001)
integration type of acculturation and is referred to as cultural incorporation by Mendoza (1989).
The review of the findings also shows that the acculturation pattern of one participant
(Arash) has the characteristics of an assimilation type of acculturation, while that of another
participant (Donya) is more of a marginalization type of acculturation. Also, one participant
(Firoozeh) has moved towards separation in her acculturation trajectory; this participant has kept
most of her culture of origin and has not adopted much in the way of American cultural norms.
Categorizing this participant with the group of the nine participants who have integrated both
cultures makes it clear that 10 out of 12 participants have not abandoned their home culture in
favor of adopting American culture. These participants have maintained their home culture while
adopting many cultural values of the United States. Maintaining original culture, however, has
not had any major impact on the participants’ success in higher education; all participants have
successfully obtained Bachelor’s or higher degrees from U.S. universities. It can be inferred that,
as some scholars (García-Vázquez, 1995; Hoffman, 1989) have stated, immigrants do not need to
assimilate to the culture of the host country in order to succeed in education.
Innovative acculturation. Another salient finding is that all participants emphasized
their active roles in accepting or rejecting specific cultural values and norms of the host country.
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None of the participants felt they were forced to abandon the cultural values of their country of
origin. Farshid, for example, says, “If I adopted a cultural thing, it was my own decision.”
Niloofar also says, “There were things that I absolutely did not like, so I decided not to pick them
up. And, there were things that I did like, and I picked them up.” Bita also believes that her
cultural values and beliefs are “definitely changed” and she has adopted the values and norms
that she liked the most. She adds that the cultural values of her family also are changed. Being
more flexible with their children and in their relationships, being more open to their children’s
decisions, and valuing privacy are some of the cultural changes that Arash, Bita, Niloofar, and
Omid believe their families have gone through. In all cases, the participants emphasized that they
were free to maintain or abandon specific Iranian or American cultural values and norms. In fact,
the findings of this study reveal that immigrants actively combine and match the cultural traits of
their country of origin with those of their host country and make innovative cultural repertoires
that suit their lifestyles and values. A review of the literature on acculturation also shows that
acculturation encompasses combining and synthesizing particular aspects of two cultures into a
unique and creative blend (Benet-Martínez & Haritatos, 2005; Thomas & Znaniecki, 1918), a
process that is called enculturation in the literature (Weinreich, 2009, p. 125).
In this study, I propose a unistructure model of acculturation. This model suggests that
various types of acculturation are, in fact, various strategies available to an individual for
combining two or more sets of cultural values and norms. In other words, depending on the
context, immigrants decide whether they want to assimilate, integrate, separate, or marginalize.
Therefore, while we can talk about a given acculturation pattern moving more towards a
particular type of acculturation, we should be aware of the trends of other types of acculturation
based on the context. Figure 5 clarifies the point.
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Figure 5: Unistructure model of acculturation

As figure 5 shows, an individual can have various tools or strategies when combining sets of
cultural values and norms. In a given context, for example, one may decide to move towards
integration, while, in another context, he or she may prefer to move towards separation.
From a CRT (more specifically, ImCrit) perspective, however, there is another important
point to notice. While people tend to think they are totally free to adopt or reject particular
cultural norms and values, the reality is seldom that simple. There are, in reality, many factors
that put limitations on immigrants’ freedom of choice when choosing a particular strategy in
their acculturation trajectories. Constraints set by family, neighbors, government, and global
policies definitely affect one’s decision-making process. Figure 6 illustrates this point.
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Figure 6: The impact of the context on individual's acculturation

Discrimination, in various forms including racism, sexism, and ableism, is present in microlevels (individuals), meso-levels (schools), and macro-levels (countries). Racism, as one of the
major forms of discrimination, is not only reflected in individuals’ attitudes but is rooted in the
deepest layers of the structure of the society both at national and international levels. In fact,
economic, educational, and political systems are designed to support a caste system in which
under-caste people do not get a chance to escape their “place” (Alexander, 2012); therefore, we
can conclude that people are not as free in their decision-making processes as they think.
In figure 6, the bigger a layer is, the more people are affected. For example,
institutionalized racism and discrimination supported by international structures of power may
negatively affect people all over the world. In order to escape such effects, individuals adopt
various strategies. For example, in the United States, where “resources and privileges are
extremely stratified by race,” some Iranians circulate a historical myth (the Aryan myth)
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claiming to be the “original” Whites (Maghbouleh, 2017, p. 55). In fact, saying that European
Whites are descendants of the Aryan tribe who traveled from the Iran plateau to Europe (mostly
Germany) is a strategy to claim Whiteness and, as a result, enjoy the benefits of Whiteness in
“Eurocentric and racist annals of civilization” (Maghbouleh, 2017, p. 78). This shows how
Iranians’ ethnic and racial identities are affected by Eurocentricism and White supremacy.
Scholars have found similar trends among other groups of immigrants to the United
States. Abramitzky (2017), for example, has found that many immigrants, including those
coming from European countries, prefer to change their names and their children’s names to
American-sounding names. By doing so, they hope to avoid being exposed to discriminatory
actions. Abramitzky (2017) states that during the Age of Mass Migration from 1850 to 1913,
“Children with less-foreign-sounding names completed more years of schooling, earned more,
and were less likely to be unemployed than their counterparts whose names sounded more
foreign” (p. 2). In other words, immigrants with foreign-sounding names were more likely to be
discriminated at school or on the job. After many years, there is not any major change in this
pattern; many immigrants still feel they are in an advantage when they assimilate to American
norms and values. This is mainly due to adopting neoliberal policies that devalue immigrants’
origin cultures. In his article on assimilation of immigrants, Abramitzky’s (2017) concludes that,
Overall though, lessons from the Age of Mass Migration suggest that fears immigrants
can’t fit into American society are misplaced. It would be a mistake to determine our
nation’s immigration policy based on the belief that immigrants will remain foreigners,
preserving their old ways of life and keeping themselves at arm’s length from the
dominant culture. (p. 5)
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It can be inferred that proponents of such a perspective hope that immigrants “fit into American
society” by abandoning their origin culture and adopting the culture of their host country.
In sum, the participants of this study maintain that they feel they have freely adopted or
rejected particular cultural values and norms of their host country probably because they are not
attentive to the impact of power on culture. Chirkov (2009) also found that demographic and
contextual factors put limitations and constraints on immigrants’ processes of acculturation. To
see how resistance to adopting the cultural values of the host country might affect immigrants’
success in higher education, the second ancillary question was posed.
The Second Ancillary Question
The second ancillary question asked: How, if at all, does 1.25-generation third-wave
Iranian immigrants’ resistance to adopt U.S. cultural values and norms affect these immigrants’
success in higher education?
Participants of this study had different, and at times conflicting, ideas about the impact of
resistance to adopting U.S. cultural values and norms on their success in higher education. In
what follows, the participants are divided into two main groups based on their level of resistance
to adopting U.S. cultural values and norms:
Accommodative. Five participants (Donya, Farshid, Hooman, Sahar, and Sepehr) said
that they did not show any major resistance to adopting American cultural values, but even if
they did, they were certain it would not have had any effect on their academic success. These
participants did not believe there was any connection between resistance to adopting cultural
values, on the one hand, and success in higher education, on the other.
Non-accommodative. In this study, seven participants said that they showed resistance
to adopting some of American cultural values and norms. However, they had different ideas
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about the impact of resistance on success in higher education. Some believed that resistance to
adopting the cultural values and norms of the host country does not have any effect on
individuals’ academic achievement. The second and their group believed that resistance to
adopting the culture of the host country may have positive or negative impacts on individuals’
success in higher education. In what follows, each group is discussed separately.
No effect. Four participants said that they resisted taking on some U.S. cultural values,
but this did not have any effect on their education. Bita, for example, says she does not like
Americans’ flexibility towards nudity, availability of drugs in society, and talking freely about
sex. She says she is not a religious person, but she does not like to see such behaviors in a
society. Bita adds that she always resisted these behaviors that are considered normal, especially
among teenagers. However, she believes her resistance to adopting such norms has never had
any major impact on her educational success. Firoozeh also says she does not like the way
Americans hang out; American parties, for example, are boring to her. She believes that her
resistance to following the norms did not have any effect on her academic achievement. Niloofar
also says there are two American cultural traits that she does not like and resist adopting: one is
consumerism and the other one, she says, is being disrespectful to elders, particularly teachers.
Like the majority of the participants, she believes resisting cultural values does not have any
effect on one’s success in higher education. Omid also does not like the way teenagers talk
among themselves. He believes that his resistance to following American teenagers’ lifestyles
and norms did not affect his education; it just caused him to have fewer friends at school.
Positive effect. There were two participants who believed their resistance to adopting
some American cultural norms had positive effects on their success in higher education. Arash
refers to American teenagers’ moving out of their parents’ houses as soon as they can, which is
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not a cultural norm in Iran. He says, “That’s the part that I don’t like and I didn’t adopt. I was
living with my mom till the age of 24.” Arash believes that his resistance to adopting this cultural
norm had positive effects and helped him succeed in higher education. Taraneh also does not like
the close relationships between male and female teenagers in the United States. She says she gets
upset by seeing pregnant teenagers. Taraneh says she resisted following some of the things that
American teenagers considered normal. However, she believes her resistance helped her focus on
her studies with less distraction. Therefore, she believes resistance to adopting some American
cultural values may have positive effects on one’s education.
Negative effect. One participant (Milad) believes that resisting some cultural norms may
have negative impacts on people’s success. Sharing his own story about giving feedback to his
supervisor, Milad states that many people in the United States do not tolerate criticism. He
believes being a critical thinker and resisting being a follower has had negative effects on his
success. In a follow-up conversation, Milad added that the negative impacts of resisting cultural
values of the host country are more observable in the workforce than in the educational settings.
In sum, the participants of this study could be divided into two main groups: those who
did not resist adoption of American cultural values and norms, and those who resisted the
cultural traits that they did not like. Five participants (Donya, Farshid, Hooman, Sahar, and
Sepehr) did not resist American cultural values; however; they believed there was not any
connection between resisting cultural values and success in higher education. Four other
participants (Bita, Firoozeh, Niloofar, and Omid) showed resistance to a few American cultural
norms and believed that their resistance did not have any effect on their success in higher
education. Two participants (Arash and Taraneh) said they resisted American cultural norms
they did not like and added that their resistance to adopting those cultural traits had positive
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effects on their success in higher education. Finally, one participant believed that resisting some
cultural norms may negatively affect one’s success in higher education. A close review of the
findings of this study regarding this question reveals that the participants’ resistance to adopting
U.S. cultural norms has been more a type of resistance that is called conformist resistance in the
literature, which is discussed in the following section.
Conformist resistance. As was mentioned in the literature review, scholars (Hidalgo &
Duncan-Andrade, 2010; Mehan, Hubbard, & Villanueva, 1994; Noguera & Cannella, 2006;
O’Conner, 1997; Solόrzano & Delgado Bernal, 2001) propose various types of resistance to
explain how individuals interact with the status quo in creating their own meanings. Solόrzano
and Delgado Bernal (2001) outline four major types of resistance: reactionary behavior, selfdefeating resistance, conformist resistance, and transformative resistance. Reactionary behavior
is not considered resistance because it lacks a critique of the present conditions or a motivation
for social justice; it’s just a disruptive behavior. A student who “acts out or behaves poorly in
class, the schoolyard, or the community and has no critique of the social conditions that may
contribute to her or his disruptive behavior” and is not interested in social justice is an example
of this type of resistance (Solόrzano & Delgado Bernal, 2001, p. 317). Self-defeating resistance
occurs when an individual has a social critique but is not motivated by an advocacy for social
justice. Dropping out of school is an example of this type of resistance because, while it may
harm the individual, it does not change the status quo. Conformist resistance happens when an
individual is concerned about social justice but lacks a critique of the system. For example, when
many students drop out of school, a conformist resistant may offer to tutor them after school.
Conformists continue to operate within a system but exhibit an interest in social justice. Finally,
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transformative resistance occurs when an individual has both a critique of a system and a
motivation for social justice and bringing about positive changes.
As the findings of this study show, the participants’ resistance to adopting some of the
American cultural values and norms cannot be categorized as reactionary behavior or
transformative resistance because they neither show disruptive behaviors nor have critiques
about the status quo system. A few participants show behaviors that can be categorized as selfdefeating resistance. Firoozeh, for example, says, “We are in a small room and there are so many
people … Some of them are constantly on phone talking, and it bugs the hell out of me. I just get
out of the room and go find a spot for myself that is quiet and noise free, so I won’t let it affect
me.” In fact, instead of speaking up for her rights, Firoozeh prefers to leave the unpleasant
situation.
However, the majority of those participants who showed resistance to adopting some of
the American norms and values were motivated by social justice, but did not have any critique of
the status quo. For example, Bita says she is concerned about the “availability of drugs and
weed” in the society, but does not provide an analysis of the factors involved in creating such a
situation (e.g., the role of power structures). Taraneh also gets upset when she observes pregnant
teenagers in her workplace. She says 80% of these teenagers are [a minority group]; however she
does not have a critique about the factors leading to this situation (e.g., poverty or lack of
education). Taraneh says the only thing she can do is to give these girls an opportunity to work
and earn money. This pattern is compatible with a conformist type of resistance. That being said,
the majority of the participants believed that resistance to adopting cultural values does not have
any negative effect on educational success.
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Resistance, age, and power. Some scholars (e.g., Al Wekhian, 2016; Azinkhan, 2013;
Berry et al. 2006; Bleakley & Chin, 2010; Ghaffarian, 1998; Gilanshah, 2011; Ostovar, 1997)
have found that younger immigrants are more eager to learn about and adopt new cultures and
traditions, while older immigrants show more resistance to cultural shift. In this study, however,
the participants were selected from 1.25-generation immigrants, i.e., they were between 13 and
17 years old at the time of arrival in the United States. As such, these participants have spent
their formative years in their country of origin. Since the participants of this study have
maintained many cultural values of their home country, it could be suggested that 1.25generation immigrants show a higher level of resistance to adopting the culture of a new country
when compared to, for example, second generation immigrants, who may be more open to
cultural shift (Rumbaut, 1998).
Also, a group of scholars believe there is a correlation between immigrants’ resistance to
new cultural norms and their roles in the power structure. Padilla and Perez (2003) contend that
attributes that may cause negative stigmatization (e.g., skin color, accented speech, and certain
religious apparel) are generally associated with “minority standing and powerlessness” (p. 45).
However, scholars are not in agreement about the impact of powerlessness on acculturation.
Some scholars (e.g., Triandis et al., 1986) state that immigrants who have more power in the new
setting are less likely to accommodate to the new cultural norms. It can be inferred that those
who are powerless are more adaptive and show less resistance to the culture of the host county.
Other scholars (e.g., Aprahamian, 2011; Jadalla & Lee, 2012; Willems, 2012), however,
believe that immigrants who have less power in the host country may show more resistance to
cultural shift. The participants of this study, however, belong to a minority group who does not
play a major role in the power structure of the United States. Since the majority of the
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participants have maintained most of the values and norms of their origin culture, it can be
concluded that the findings of this study are more compatible with the findings of the latter group
who believes in a negative correlation between immigrants’ resistance to new cultural norms and
their roles in the power structure. Differences between male and female participants regarding
their educational experiences were the focus of the third ancillary question.
The Third Ancillary Question
The third ancillary question asked: In what ways do the educational experiences of 1.25generation third-wave Iranian immigrants to the United States differ due to gender?
A review of the findings reveals that some of the participants either have experienced or noticed
that educational experiences of male and female students differed. When asked whether they
faced discrimination, including gender discrimination, in the United States, participants provided
a variety of answers. In order to make sure the participants are clear about the meaning of
discrimination, follow-up questions were asked. The participants can be divided into two groups
based on their experiences of discriminatory actions and their opinion about the existence or
nonexistence of discrimination in the U.S.: (a) those who have either experienced or witnessed
discrimination, and (b) those who believe there is not any discrimination in the United States.
Each group is discussed separately in what follows.
Experiences of discrimination. A few participants state that they have faced various
types of discrimination in the United States. Donya, for example, said she has faced
discrimination as much as other female Americans do. She explained, she has seen
discrimination both in her educational and workplace settings. Farshid also said he has faced
discrimination in various contexts and forms. However, he adds that he has seen “nothing major”
in terms of discrimination. In fact, consciously or unconsciously, Farshid is probably ranking
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countries in terms of discrimination by making a comparison between the context in the United
States and the context of other countries where there exist “major” forms of discrimination.
Farshid adds that, as a male person, he has not faced discrimination in the workforce as much as
his female counterparts may have experienced it.
Milad put an emphasis on the existence of discrimination in the United States and said he
usually puts “other” in applications that ask for ethnic identity. By doing so, he believes he
increases his chances of being admitted. Niloofar has experienced religious discrimination; she
shared her story about being ignored by non-Muslim people. As Yosso (2005) states,
marginalized groups have various forms of cultural capital that are often ignored by the dominant
groups. Niloofar also believes that women are exposed to gender discrimination in the
workforce, for example, when considered for promotions or pay increases. Omid said he and his
Iranian friends experienced ethnic discrimination at college. He relayed that they even filed a
case, but were not supported by the school’s authorities. As a result, they decided to drop the
case because they “didn’t want any trouble.” Omid is not the only one to experience
discrimination at school, however, as Giroux (2003) states, we are witnessing an era in which
education is no longer a public sphere to prepare students for critical democratic engagement.
Lipman (2007) also maintains that neoliberal policies promote social discipline for an obedient
labor force who never questions the system. Overall, the participants’ interviews suggest that
female participants have been exposed to gender discrimination more than their male
counterparts.
No experience of discrimination. Most participants believed that they had not
experienced discrimination in any form. However, even in this group, some of them shared
stories that are perfect examples of gender discrimination, ethnic discrimination, etc. Arash, for
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example, says, “In university … Discrimination … No. Not that I was aware of, to be honest ...
Other students? Yes.” Arash remembers one of his classes in which students coming from certain
countries faced discrimination. He says, “In my ESL class, we had people from Afghanistan,
Pakistan, and all that. They got picked on because of their ethnicity.” Arash added that his uncle
had to hide his ethnicity when he immigrated to the United States 30 years ago. He says, “Back
then, it was during that hostage crisis, so he told everyone that he was Italian.” When asked why
he thinks people are discriminated against, Arash said, “Well, the first thing that comes to my
mind is that life isn’t always fair.” Hooman also says he has not faced discrimination in the
United States; however, he went on to explain, “The major I picked is actually mostly maleoriented. If you go to any class or any university, engineering, especially civil engineering, is
like 90-95% male.” One can infer that people who benefit from discrimination are not as
sensitive to it, as Delgado (1995) confirms. Similar to Arash and Hooman, Taraneh believes that
she did not face discrimination and yet, she gave examples of overt gender discrimination.
Taraneh said, “I never faced discrimination in school or working environment. In architecture,
there’s mostly guys when we go to the field. Most often, I was the only girl, but I never felt
discrimination.” In fact, Taraneh may be unwilling to say she is discriminated against in the
United States because, like many Iranians, she is comparing what her status was in her home
country with her status in her new country. This is illustrated in her comment:
You see from my answers that I love Iran. I love the culture of Iran, but if you tell me go
back and live there, no, I can’t. A lot of things bother me now … Here, I have option to
cover myself or not, to get fast or not, to pray or not, and also the other stuff that if I want
to do it, I do it. But over there, there was always someone who is forcing you. I’m not
okay with that.
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In fact, as Taraneh’s answer shows, immigrants, regardless of their length of residence, tend to
constantly compare the various aspects of life in their country of origin with those in their new
country. Other participants also made a comparison between the United States and Iran before
answering this question. They stated that they did not see any differences between men and
women in the United States, compared to their country of origin. Bita, for example, compared
the social and educational contexts of the U.S. with those of Iran and said she did not face any
discrimination during her education in the United States, unlike her experiences in Iran. As an
example, she talked about the hard time she had in Iran with the school regulations about
mandatory Hijab (head and body cover) and the multiple times she got into trouble for exposing
her hair or having nail polish. Firoozeh also made a comparison between the United States and
Iran when she said she does not see discrimination in the United States. She commented, “In
Iran, it’s much harder to be strong or be yourself because they won’t allow you to be like that …
I can’t be myself over there.” She added that, as a Baha’i, she had to hide her religion in school
and in overall society. She emphasized that she never had such experiences in the United States.
Sahar and Sepehr believe that they have not been exposed to discrimination because they
live in a state that is diverse. However, as Taylor, Gillborn, and Ladson-Billings (2016) assert,
diversity has become a very superficial concept in the United States, limited to celebrating
cultural varieties and traditions. Diversity, however, is much more than celebrating and
appreciating variety; it includes, but is not limited to, giving non-White citizens and immigrants
a role to play in the power structure and decision-making positions. Also, contrary to what Sahar
and Sepehr say, Iranian Americans are subject to discrimination and racism regardless of where
they live. As Maghbouleh (2017) states, “As socially non-white forever foreigners … no amount
of occupational prestige, income, wealth, or residential integration can seemingly save Iranian
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Americans from being cast out as racially non-white,” hence, being subject to racist actions in
places as diverse as Los Angeles and Beverly Hills ( p. 46).
In sum, five participants of this study clearly state that they have either experienced or
witnessed discrimination, while, in contrast to Delgado’s (1995) belief that discrimination is
prevalent and pervasive, the majority of the participants of this study (7 out of 12) said they had
not experienced discriminatory actions in the United States. Stanley Cohen (2001) maintains that
everybody is in a state of denial, i.e., everybody consciously or subconsciously knows about
systemic oppression and modern slavery, but nobody talks about it and nobody takes action to
raise the consciousness of others about such issues. In this study, however, the majority (but not
all) of the participants denied any form of discrimination in the United States. In what follows,
five possible reasons that people do not see or talk about discrimination are reviewed.
Discrimination relativity. Iranians are constantly comparing their present sociocultural,
economic, and political status with their previous status in their country of origin. Having
experienced high levels of ethnic, class, gender, and religious discrimination in Iran (Mossayeb
& Shirazi, 2006, p. 42), they may not consciously see or feel discrimination in their new and
relatively democratic country. This is similar to jumping into a pool after being in a jacuzzi for a
long time! The water of the pool will seem too cold, no matter how warm it is, just because it is
colder than the jacuzzi.
The participants of this study were 1.25-generation Iranians. They have lived in Iran for
almost half of their lives and have been exposed to various forms of discrimination. After
moving to a relatively democratic country, they do not recognize the true levels of
discrimination, a phenomenon that I called discrimination relativity and described it as a
situation in which people who have been exposed to relatively high levels of various forms of
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discrimination in their home countries do not recognize lower levels of discrimination in their
new countries. The fact that most of the participants of this study started their answers by saying
“compared to Iran …” supports this theory. The interesting point is that the same Iranians easily
recognize discrimination when they go to a country where there are higher levels of
discrimination, for example, countries where women are invisible and do not have the right to
drive or to go to university, or countries were immigrants are highly discriminated. It is worth
mentioning that discrimination relativity may not be confined to Iranians; other immigrants also
may show such trends.
The level of discrimination experienced, I propose, is determined by how minority group
members, who have no access to the power structure, are treated in a given country. I suggest
using a scale to gauge the degree of discrimination in a given context. This discrimination scale
can be used to rank various countries (in a 0 to 100-point scale) in terms of intensity and
prevalence of discrimination (see Appendix I). Discrimination relativity can explain why Bita
and Firoozeh think they have not faced discrimination in the United States.
Liminality. Gennep (1960) describes the quality of disorientation that occurs in a
transition from one stage to another. Using the concept, Maghbouleh (2017) elaborates on the
volatility of Whiteness and discrimination for liminal racial groups. She talks about a state of
transition in Iranian immigrants’ lives when values, norms, and beliefs—including social
hierarchies, traditions, and customs—become vague and the outcomes become uncertain. For
Middle-Eastern immigrants such as Iranians, who experienced more discrimination after the 9/11
attacks (Critelli, 2008), this uncertainty may be more tangible. However, liminality can explain
why Arash, Hooman, and Taraneh seem uncertain about their answers when they say they do not
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think there is discrimination in the United States, but, at the same time, provide examples of
discrimination.
Overt and covert discrimination. Discrimination can be either covert or overt. Obviously,
the covert type of discrimination is harder to detect. For example, countries that are known as
multicultural societies may implement employment policies to ensure non-immigrant citizens’
better opportunities when applying for a job. Such cases are hard to detect, and harder to prove.
Covert forms of gender discrimination also exist in various contexts. Tietz (2007), for example,
says that a subtle gender bias exists in U.S. textbooks and curricula, but the magnitude differs in
various fields. Focusing on textbooks used for undergraduate students, Cassese and Bos (2013, p.
219) have found that women are significantly underrepresented in political science textbooks.
Apple (1979) also maintains that,
It has become increasingly evident that the formal corpus of school knowledge found in,
say, most history books and social studies texts and materials has, over the years,
presented a somewhat biased view of the true nature of the amount and possible use of
internecine strife in which groups in this country and others have engaged. (p. 85)
Such covert and subtle forms of discrimination are not easily recognized. One way to explain
why Sahar and Sepehr do not see discriminatory actions around them is probably because they
have mostly faced covert types of discrimination.
Privilege. The fourth way to explain why some participants maintained that they did not
see discrimination in the United States is by understanding how they might benefit from the
discriminatory status quo. As scholars (Delgado, 1995; Taylor, Gillborn, & Ladson-Billings,
2016) state, discrimination is prevalent, but it is not recognized by those who benefit from it.
One of the participants (Farshid) has astutely noticed this. When asked whether he thinks there
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exists any gender discrimination in education, he said, “It probably does, but I … it’s better to
ask this question from a girl ‘cause she would say what was missing from hers that I would
probably not see because I’m getting the privileges.” In other words, those who benefit from the
context of discrimination may deny or simply ignore discriminatory actions exposed on others.
This is similar to the cases when the Whites deny their own social, political, and economic
privileges as a result of not being exposed to discriminatory actions that their non-White
counterparts have experienced. The main point here is that, as Howard (2006, p. 29) states, being
racially and economically privileged affects individuals’ academic success. The reason why
some Iranians prefer to be recognized as Whites is probably that they want to enjoy the benefits
that are systematically allotted to the Whites, such as academic success and job opportunities.
Fugitive culture. A fifth possibility for explaining why people do not see or talk about
discrimination is that they do not recognize the relationship between power, race, and culture, or
even if they do, they tend to have a fear of being labeled as weak or powerless. Giroux (1996)
elaborates on the role of power and mass media in the formation of the youth’s cultural
identities. He also explains how some racial groups (e.g., African Americans) are associated with
certain negative images. By internalizing the hegemonic and socially constructed negative
concepts, people tend to escape from situations where they suspect they will be categorized with
weak and victimized people. Ruggiero, Taylor, and Lydon (1997) also have found that some
stigmatized individuals do not blame others for their negative outcomes, because this allows
them to maintain their self-esteem and perceived control over the outcomes. In other words,
having a tendency to run away from being portrayed as “weak” people, some may claim they
have never been discriminated.
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The Main Research Question
The main research question asked: How and in what ways do acculturation patterns and
processes of 1.25-generation third-wave Iranian immigrants to the United States affect their
success in higher education?
While language and culture are correlated, it was revealed that in order to answer this question, it
is necessary to draw a distinction between linguistic acculturation and the cultural changes
immigrants go through after immigration. In the case of linguistic acculturation, the participants
of this study maintain that an additive linguistic acculturation has positive effects on students’
academic success. Adopting cultural values and norms of the host country, on the other hand, is
not considered as a requirement to succeed in higher education.
Additive linguistic acculturation. As the participants’ interviews show, many (almost
all) participants believe that lack of proficiency in English is a major barrier towards achieving
educational goals. Some scholars (Salamonson, Everett, Koch, Andrew, & Davidson, 2008) have
also found that English-language acculturation can predict individuals’ academic performance
(p. 86). In this study, Arash says “I did really bad [in SAT] because my English was bad.” Other
participants also maintained that they could have done better if they knew English. It is not
surprising then to see that learning English has been a felt obligation and priority for the
participants of this study. Arash continues, “I knew that learning English is required to succeed
in the U.S. education, so I decided to improve my English.”
The point is that, neoliberal educational policies encourage immigrant students to
abandon their first language in favor of learning English; knowing a language other than English
is considered an impediment for academic success and something that should be subtracted from
students funds of knowledge (Escamilla et al., 1998). Proponents of subtractive acculturation
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advocate immigrants’ linguistic assimilation. Yet, there is another group of scholars who
consider knowing a second language as an asset. A review of the literature shows that immigrant
students who do not abandon their first language outperform students who speak only in English
(Kao & Tienda, 1995; Rumbaut, 1998; Vernez & Abrahamse, 1996). Therefore, being
bilingual/multilingual – what is labeled additive acculturation by Gibson (1998) – should be
viewed as an invaluable asset that benefits students in various ways.
Integration vs. Assimilation. Some scholars and politicians (Chua, 2008; Huntington,
2005; Lilla, 2016) posit that assimilation to the mainstream American culture (Americanization)
is requisite for success in this country. In this study, one of the important points reflected in the
participants’ answers to the interview questions is that learning about the culture of the host
country is a valuable asset. For example, Arash believes that his views are broadened as a result
of being in contact with “people from different cultures and different backgrounds.” However,
adopting cultural values and norms of the host country is not considered a requirement for
success in higher education. Ten out of twelve participants in this study did not assimilate to the
American culture, maintained many of their Iranian cultural values, kept their social interactions
with their Iranian friends and family members, talked in Farsi with their family and friends, and
celebrated Iranian holidays such as Nowruz. Contrary to neoliberal educators who believe that
assimilation to the cultural values of the host country is a requirement for immigrants’ academic
success, all the participants of this study have successfully graduated from U.S. universities
while maintaining many of the cultural values of their country of origin (Banks, 2001). This is
compatible with García-Vázquez’s (1995) findings that show there is not any significant
correlation between acculturation and Latinx students’ academic performance.
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Connections to the Theoretical Framework
This study was founded on Critical Race Theory. The reason to choose CRT as the
framework was that, as scholars (e.g., Arum & Roksa, 2011) state, student achievement gaps are
not solely due to students’ social, cultural, linguistic, and economic backgrounds. In fact, the role
of educational policymakers in increasing or decreasing this academic gap is highly significant.
Ladson-Billings (1998a) states that a review of this nation’s history shows that policies are not
made by all people who live in the country, but by people who own more property, most of
whom are White (p. 15).
As Lott (2010) states, the dominant American culture is a Eurocentric culture in which
Whiteness, maleness, heterosexuality, and middle-class status are presumed normative.
Educational policies are usually aligned to benefit this group; minority group students are, in
fact, ignored and left behind. In such a system, students are lumped into a “one size fits all”
pedagogical scheme (Martinez & León, 2013). As such, both teachers and students have to
follow prescribed paths regardless of the compatibility of these paths with their own
backgrounds and needs. Therefore, while students’ individual backgrounds and funds of
knowledge play a role in their academic achievement, the role of context and of the educational
policies to which they are exposed are much more significant, as they can exacerbate or
eliminate inequalities and achievement gaps among students.
In this study, I coined the term ImCrit to refer to a branch of CRT that focuses on
immigrants’ experiences in the contexts of oppression and discrimination. From this vantage
point, I focused on the impacts of neoliberal educational policies on immigrants whose first
language is not English. As Monk, Sipple, and Killeen (2001) state, English Language Learners
(ELLs), who were the highest diploma-earning minority group in 1996, had the highest dropout
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rate in 2001. Also, there is a widely documented achievement gap between minority group
students, including immigrants, and White students (Baum & Flores, 2011; Ladson-Billings,
2006; Rong & Preissle, 2008; Taylor, Gillborn, & Ladson-Billings, 2016). This shows there is an
urgent need to explore the factors that play a role in immigrants’ academic success. Among all
ELLs, I focused on Iranians, who have been exposed to various forms of discrimination,
especially after the hostage crisis and the 9/11 attacks (Maghbouleh, 2017). In what follows, I
explain how, from a CRT perspective, the findings of this study were reviewed to address the
research gaps identified in the literature.
The First Research Gap and the Findings
A review of the literature on neoliberalism showed that there is no study on the impacts
of neoliberal policies on 1.25-generation immigrants. A close review of the findings of this study
reveals that neoliberalism may negatively affect immigrants’ identity formation as well as their
success in higher education.
Immigrants’ identity. Neoliberal policies favor Eurocentric cultural practices and
devalues marginalized groups’ cultural capital. Working with Latinx university students, Marrun
(2015) has found that funds of knowledge and cultural capital of students of color are often
ignored and devalued in educational settings. Within the scope of this research, the findings
show that neoliberalism has negative impacts on Iranians’ cultural, ethnic, and racial identities.
The U.S. educational system is based on Eurocentricism and English-only curriculum and
instruction. The message immigrants in general, and Iranians in particular, receive from such a
system is that their language and culture is of no value. This situation negatively affects Iranians’
identity formation. This is perhaps especially the case after 9/11, because, as scholars (Ansari,
2011; Lampert, 2008; Maghbouleh, 2017) maintain, many Iranians hid or misrepresented their
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nationality in order to avoid potential confrontations and differential treatment. As we saw in
Chapter One, this is one of the reasons for the dearth of data on the number of Iranians who live
in the United States (Madjzoob, 2000).
Shadowing more than 80 young Iranians, Maghbouleh (2017) also found that identifying
race is an issue for Iranians because “Middle Easterners” are considered White by the federal
government; however, “based on the treatment they receive in American schools, airports,
workplaces, and neighborhood – interactions characterized by intolerance and hate,” they
become convinced that they are not White (p. 61). Maghbouleh (2017) refers to this phenomenon
as the “browning” of “in-between groups” and states that Iranian-Americans “sit, categorically,
at the outer limits of whiteness” (pp. 6-9). Being an in-between minority group, Iranians are
usually confused when filling out forms that ask their nationality, ethnicity, and race.
Immigrants’ success in higher education. All participants of this study agreed on two
main barriers towards accomplishing their educational goals: (a) language, and (b) the high cost
of higher education. The U.S. educational system is based on English-only curriculum and
instruction. As Yosso (2005) states, marginalized groups have various forms of cultural capital
that are often ignored by the dominant groups. Cutting multicultural education and cultural
studies, on the one hand, and promoting English-only education, on the other hand, are consistent
with such a scheme (Martinez, 2016, p. 23).
In this study, many participants maintained that they had to work hard to learn to speak
English. Writing in English, for example, was still a problem for many of the participants. One of
the participants said that just thinking about having to write essays in English, discouraged her
from pursuing higher education. However, the point is that neoliberal policies that promote
cutting the budget for remediation programs, ESL programs, and cultural studies seem intended
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to increase the achievement gap between immigrant and White students (Taylor, Gillborn, &
Ladson-Billings, 2016).
The high cost of higher education also is not surprising in a system that views education
as a commodity. Focusing on producing more profit, rather than increasing the quality of
education, neoliberal educational policies continually increase the cost of higher education for
students. Clawson and Page (2011) assert that one of the most important tools of neoliberalism is
to “stop the flow of public dollars to colleges and universities” (p. 23). Martinez and León (2013)
also state that neoliberal educational policies focus on reducing state funding to public colleges
and universities, and increasing tuition and fees. In a similar vein, Heller (2008) points to the
substantial cuts in financial aid programs and the preference to make students loans rather than
providing grants. Lack of financial support has made students who seek higher education
“borrow their way to graduation” (Giroux, 2009, p. 40), hence the label “generation of debt”
(Kamenetz, 2006, p. 1). The impacts of such policies on immigrant students are noticeable.
The Second Research Gap and the Findings
A review of the literature showed that there is a research gap regarding the impacts of
acculturation patterns on 1.25-generation immigrants’ success in higher education. This study
provided many examples of cultural changes that 1.25-generation immigrants go through after
immigration. It showed that individual immigrants have different preferences for adopting or
rejecting cultural values and norms of their host countries. It was concluded that while general
patterns of many immigrants are in line with an integration type of acculturation, there are
immigrants who choose to assimilate to or separate from the new culture to various degrees.
Immigrants’ acculturation patterns may also move towards marginalization, i.e., a tendency to
avoid immersion in both origin culture and the culture of the host country. The findings of this
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study demonstrated that patterns of cultural changes do not appear to have any major effect on
immigrants’ success in higher education. In other words, contrary to what neoliberalists suggest,
immigrants do not need to assimilate to the culture of the host country in order to succeed in
higher education.
Implications
While immigrants constitute a large proportion of the U.S. population, the cultural
changes they go through after immigration and the impacts of these changes on their success in
higher education are not well-addressed in the literature. Some scholars (Berry et al., 2006;
Hoffman, 1989; Portes & Rumbaut, 2006; Steiner, 2009) have investigated immigrants’
processes of acculturation; however, most of them have focused on the correlation of
acculturation patterns with social factors (e.g., age and gender). Most importantly, very few
studies have focused on acculturation patterns and processes of 1.25-generation immigrants;
much less is found on the impacts of acculturation patterns and processes on 1.25-generation
third-wave Iranian immigrants’ success in U.S. higher education. Adopting a qualitative method,
this study aimed to fill this research gap. From a CRT perspective, the aim was to see the impacts
of neoliberal educational policies on 1.25-generation immigrants’ academic success. The goal
was to help educational policymakers create better-informed and more effective policies related
to immigrants’ education. As Ward, Bochner, and Furnham (2001) state, although U.S.
immigrants might come from quite different cultures, the general processes of acculturation and
social adjustments that they go through might be similar. Therefore, while the participants of this
study were selected from U.S. Iranian immigrants, the findings shed some light on the barriers
immigrants face when seeking their educational goals.
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Educational Barriers
This study highlighted the barriers that 1.25-generation Iranian immigrants face when
accomplishing their educational goals. The participants of this study mentioned the following
barriers to their educational goals:


Oral communication in English



Reading and writing in English



Financial issues, especially the high costs of higher education



Standardized tests



Unfamiliarity with the U.S. educational system



Lack of support



Lack of motivation

The above list would no doubt expand if we asked more immigrants to share their educational
experiences. In this study, however, all participants stated that learning English was a challenge
for them at the time of arrival in the United States. Being unable to communicate their thoughts
and concerns in English in addition to being unaware of the nuances of essay writing in English
are challenges that almost all Iranian students face when accomplishing their educational goals.
This is partly because the structure of English and that of Farsi are not only not similar, but
vastly different. For example, English has a subject-verb-object order, while Farsi has a subjectobject-verb order. English and Farsi have totally different alphabets. Also, English is written
from left to right, while Farsi is written from right to left.
Being unfamiliar with English writing skills affects Iranians’ academic achievement and
their occupational choices. As the findings reveal, majority of the participants are in the fields in
which mathematics is the main subject of study (e.g., computer science). For those with lower
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levels of proficiency in English, mathematics-related majors may appear to be easier in that they
may be perceived by students to require less writing, and, therefore, to have greater crosscultural transferability (numbers versus words, i.e., the perception that mathematics is a
“universal language”). Additionally, Iranian students may feel they will not be discriminated in
such fields because they perceive there is less subjectivity involved in, for example, grading (i.e.,
answers are either right or wrong), so an instructor’s racial or religious bias may have less
opportunity for expression. Additionally, Iranian students may benefit from “model minority”
stereotypes of Asian origin and/or Middle Eastern origin people as “good in math” (Trytten,
Lowe, & Walden, 2012). In sum, Iranian students may choose these particular fields of study
despite their interests only because of lack of proficiency in English, even when their academic
interests lie elsewhere. As the findings of this study show, contrary to the proponents of
neoliberalism, who support cutting the budget for ESL classes and remediation programs, the
participants of this study emphasized the positive impacts of such programs on their academic
success. Some scholars (e.g., Brock, 2010, p. 116) also put a great emphasis on the role of
remedial education in preparing students for higher education, hence decreasing the gap between
the number of enrolled students and graduated students.
Participants of this study also talked about the high cost of higher education and the high
interest rates on loans as the most significant factors affecting their decision-making process
regarding the continuation of their education. However, the participants of this study were
citizens of the United States and had received various types of financial aids, which means they
probably have not experienced the financial hardships that, for example, undocumented students
experience in the United States (Perez, 2010).
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One participant, Arash, also talked about the negative impacts of standardized tests on his
education. He said, “I took the SAT and I aced the math section, but the English section, I did
really bad because my English was very bad. I think, for standardized tests, not being a native
speaker definitely puts you in a disadvantage spot.” Also, three participants said their
unfamiliarity with the U.S. educational system caused them to waste a lot of time and lag behind.
In fact, this study showed that neoliberal educational policies, which put an emphasis on Englishonly curriculum and instruction, have negative impacts on immigrants’ academic success.
Almost all participants of this study maintained that receiving support from parents and
instructors had significant positive impact on their success in higher education. A few
participants maintained that they could have been more successful in higher education if they had
received adequate support. Also, one participant said he did not have motivation for learning
English at first; however, he had overcome this “barrier” with the help he received from his
educational consultant and teachers. This is compatible with the findings of other studies.
Castillo, Conoley, and Brossart (2004), for example, have found that receiving support has a
significant impact on the educational success of Mexican-American undergraduate and graduate
students. Senerchia (2015) also says that familiarity with the language and culture of the host
country is not as much a determining factor for success in higher education as are other factors
such as length of residence and receiving support from faculty. Perez (2010) also puts a great
emphasis on the role of social and emotional support in university students’ academic success.
This is not surprising given the significance and exclusive linguistic, cultural, social, emotional,
academic, and myriad other forms of support that European American/White students have
always received and continue to receive that is often unacknowledged by them, their parents,
their instructors, their educational institutions, and local, state, and national educational policies
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and practices (Delgado & Stefancic, 2001; Lui, Robles, Leondar-Wright, Brewer, & Adamson,
2006). In fact, White students are provided unearned privileges that are considered “special
treatment” when asked for by students from other groups (Darling-Hammond, 1998). This is
why multicultural education argues that if what has always been done for White, at least middleclass, students, was done for all students especially for students of color (broadly defined, i.e.,
including 1.25-generation Iranian immigrant students who have been “browned” by linguistic
factors, geographic origin, and religion) and poor students, all students would do much better
educationally (Nieto & Bode, 2012; Sleeter & Grant, 2009). However, if that were to happen, the
unearned and advantages that White students enjoy that is used to perpetuate the myth of White
supremacy would begin to erode, hence the reason that such supports are not unilaterally offered
to “otherized” students (Johnston, Pizzolato, & Kanny, 2015).
Sociologists and anthropologists (Portes & Rumbaut, 2001; Schwartz, Unger,
Zamboanga, & Szapocznik, 2010; Stepick, Grenier, Castro, & Dunn, 2003) use the term context
of reception not only to refer to factors such as discrimination, marginalization, and lack of
access to jobs or other social resources that shape immigrants’ acculturation processes, but also
to talk about the importance of the support, help, respect, and encouragement that immigrants
receive from the local community (e.g., teachers, tutors, and counselors) in the host country. In
fact, receiving such support may mitigate the negative effects of discrimination and of feeling
unwanted in the larger society (Suárez-Orozco, Suárez-Orozco, & Todorova, 2008). However,
the long list of barriers immigrants face when accomplishing their educational goals indicates
that immediate measures should be taken if there is a serious intention to eradicate (or at least,
narrow) the achievement gap between immigrant and non-immigrant (more specifically, White)
students.
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Involuntary Immigrants
This study showed that while there are many studies on immigrants, there is not a
comprehensive categorization of types of immigrants. All the participants of this study
maintained that the decision to immigrate was made by their parents; a few of them stated that
they were not even satisfied with their parents’ decision initially. In other words, the participants
had involuntarily immigrated to the United States and, therefore, did not fit into the Kershen’s
(2003) categorization of types of migration.
Kershen (2003) distinguishes three types of immigrants: (a) voluntary immigrants, who
leave their country by choice; (b) refugees, who involuntarily leave their country from fear of
war, natural disasters, or persecution; and (c) sojourners who live in a new country for a
temporary period with the intention to return to their own country. The participants of this study,
however, did not—themselves (as children)—fit in any of these categories. As young people,
they had involuntarily left their country of origin not as enslaved people, indentured servants, or
as refugees or asylees fleeing resource scarcity, political repression, war, and other forms of
violence, but as teenagers who had to comply with their parents’ decision to immigrate. In other
words, the participants of this study did not have agency to make the choice to migrate. This
situation is not limited to 1.25-generation Iranian immigrants who came to live in the United
States. Many children and youth are brought, against their will by their parents, from other
countries to the United States under similar circumstances as 1.25-generation Iranian
immigrants. For example, children and youth from Mexico, whose parents, like the parents of
1.25-generation Iranian immigrants, might fit Kershen’s (2003) categories and, thus, might also
presume that by bringing their children with them they will be able to provide them with better
life and educational opportunities. Where “choice” has saliency, adults can make the final
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decision as to whether or not to leave their home country, children have to follow their parents
sometimes against their will. Making a distinction between voluntary immigrants and such
involuntary immigrants is important because, as Steiner (2009) states, acculturation trajectory
can be influenced by the context and circumstances of immigration. Ostovar (1997) also
maintains that Iranians who have voluntarily immigrated tend to exhibit more cultural
incorporation than cultural resistance, while Iranian refugees show more cultural resistance than
cultural shift. It seems necessary, therefore, to add a fourth category of involuntary immigrants to
comprehensively include all types of immigrants.
Recommendations
The impetus behind conducting this research was to amplify the voice of immigrants,
particularly Iranians, regarding the barriers they face to accomplishing their educational goals.
Conducting this research, the researcher hoped to help educational policymakers create betterinformed and more effective policies related to immigrants’ education. In what follows, there are
a few recommendations for policy-makers, school authorities, and students.
Policymakers
This research began with an interest in a problem rooted in the inequalities and social
injustices caused by neoliberalism. Many scholars (Baum & Flores, 2011; Camarota & Zeigler,
2016; Fry & Taylor, 2013; Gibson, 1998; Ladson-Billings, 2006; Marrun, 2015; Rong &
Preissle, 2008; Taylor, Gillborn, & Ladson-Billings, 2016) have studied the factors underlying
the achievement gaps between African-American and White, Latinx and White, and immigrant
and White students. A review of the literature shows that there have been many historical,
political, and economic factors that contributed to creating such a situation; however, I strongly
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believe that adopting appropriate educational policies can help decrease such achievement gaps
among U.S. students.
The first step towards narrowing the achievement gaps among students is to promote a
culturally responsive education, a form of education that recognizes, values, and responds to
students’ cultural differences and offers equitable access to education to all students regardless of
their race, gender, and class (Ladson-Billings, 1994; Noguera, 2003a). Valuing diversity,
multilingualism, and multiculturalism is an important step towards reducing the achievement
gaps among students. Also, since financial problems are one of the main reasons students do not
pursue higher education, financial aid should be distributed on a need- rather than merit-based
model. There are many students (mostly students of color) who have to work hard in order to pay
their bills; many also have to take care of their children or their aging parents. Educational
policy-makers need to pay close attention to the needs of such students who suffer the most from
social and educational inequities.
Faculty and School Authorities
Schools in general, and higher education institutes in particular, are sites of struggle with
ongoing relations of power, as well as places to promote change from within (Giroux & Simon,
1989). Higher education institutes have a critical role in transforming society and raising
students’ awareness about mechanisms of oppression (Du Bois, 1973, p. 14). As such, the role of
an educator is to encourage students “to become critical agents who actively question and
negotiate the relationships between theory and practice, critical analysis and common sense, and
learning and social change” (Giroux, 2007, p. 1). By encouraging students to see the power
structure and its effects on education, instructors should help their students to think critically and
question the data presented to them. Contextualizing and critically analyzing events are powerful
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skills that help students to see various factors involved in a given situation, which in turn, may
lead to their willingness for taking active roles in producing positive changes (Kincheloe, 2008;
McLaren & Farahmandpur, 2005; Solόrzano & Yosso, 2001).
Faculty and school authorities should support mutual engagement of lived experiences
and disapprove silencing of a great number of voices by a single dominant culture. Since today’s
classrooms contain students coming from various racial, social, and cultural backgrounds, being
aware of the intersectionality of various forms of oppression (e.g., racism, sexism, ableism, and
classism) helps school authorities and instructors to better connect with their students and
develop positive and constructive relationships with them. Scholars (Paterson & Hakim-Larson,
2012) maintain that students’ academic success and well-being can be greatly influenced by the
school authorities’ (particularly counselors’) knowledge of the students’ cultural values and
norms.
Most importantly, school authorities and instructors who believe in the role of education
in promoting democracy should not confine themselves to institutional spaces; they must
increase their presence outside schools and politicize their research. As Freire (Shor & Freire,
1987, p. 131) argues, both instructors and researchers must become active “cultural workers” and
develop political clarity regarding the structure of power and social injustice. This is an
important step towards promoting a rich democracy and reinforcing democratic values in the
society.
Students
All students, particularly immigrant students, are negatively affected by neoliberal
educational policies. Neoliberalism not only negatively affects immigrants’ identity formation,
but also creates barriers towards these students’ success in education. In order to reduce the
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negative impacts of neoliberal educational policies, students need to raise their awareness about
their roles in producing social changes. They should recognize the importance of critical thinking
when analyzing various sociocultural, political, and economic situations. Learning about other
cultures and various contexts of oppression might be a good start; however, sharing thoughts and
concerns definitely helps to take big steps towards dismantling the structure of oppression. While
there might be some intentions behind increasing the achievement gap between immigrant and
non-immigrant students, there is always a hope that solidarity, agency, and sharing knowledge
make a difference.
Assumptions, Limitations, and Suggestions
In this study, I assumed that “reality is socially constructed . . . there is no single
observable reality. Rather, there are multiple realities or interpretations of a single event”
(Merriam, 2009, p. 8). As Maxwell (2012, p. 9) suggests, there are different perspectives on
reality and a researcher’s perspective is only one of the many possible ways to look at a given
phenomenon. In fact, many scholars (e.g., Berg & Smith, 1988; Jansen & Peshkin, 1992;
Maxwell, 2012) consider subjectivity as an essential component of qualitative research. Creswell
(2007) also refers to researcher positionality as biases and subjective experiences and
interpretations of the researcher. It can be concluded that there are various perceptions or
interpretations of an event, all of which are subjective.
Similar to other individuals, researchers’ perspectives are largely shaped by their
language and culture (Moll et al., 1992). Lott (2010) maintains that people have multiple cultural
identities that shape their worldviews, values, and behaviors. In other worlds, we learn our
beliefs, norms, and other components of our culture via our membership in various identity
groups (Banks & Banks, 2013). Therefore, I acknowledge that my positionality, cultural identity,
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and background experiences may have influenced this study. As an Iranian-Canadian female
researcher, I am aware of possible impacts of the intersectionality of my cultural identities on
how I have reflected on the participants’ viewpoints and how I have reported and interpreted
their contribution in this study. However, I consider my positionality as an asset, rather than a
limitation. Being a member of the community of Iranian immigrants enabled me to provide and
emic perspective of the issue at hand and added to the validity of the research (Marshall &
Rossman, 2016).
Site and Sample
Site and sample affect the results of a study. This study was conducted with Iranians who
lived in the Bay Area. Similar to other communities of immigrants, Iranians who live in the Bay
Area have distinctive features compared to those who live, for example, in New York. Therefore,
future researchers could usefully replicate this study with Iranians who live in other parts of the
United States. Since California is a state that has a good reputation for valuing diversity, future
researchers could usefully replicate this study with Iranians who live in less diverse states to
determine if the findings are different. Also, conducting a research with, for example, 1.5generation immigrants, will enable us to examine the impacts of immigrants’ age at the time of
arrival on their acculturation patterns and academic achievement. Finally, additional research
with other groups of immigrants living in the U.S. would enrich our understanding of the impacts
of acculturation patterns on immigrants’ success in higher education.
Reflection
I have a passion for learning and I do love obtaining knowledge in and out of the
classroom. I am particularly interested in teaching as a mutually reciprocal act. To write this
dissertation, I had to read many books, articles, and papers. Reading all the materials relevant to
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acculturation, immigrants’ education, and neoliberalism, helped me to gain a better view of
various factors affecting immigrants’ education. As an immigrant who has experienced many
barriers to achieving her academic goals, this knowledge made me even more determined to help
other immigrants overcome the barriers in pursuit of their educational goals.
While writing this dissertation seemed to be just a requirement for obtaining a Ph.D., it
turned out to be a much more meaningful experience in my life. In fact, writing this dissertation
helped me to grow intellectually and to recognize my potential. My persistence for following my
educational dreams had positive effects on some of my immigrant friends and colleagues, many
of whom are now aware of their own potential for pursuing higher education. Helping them with
the process of applying to various universities made me realize how important it is to share our
experiences and to encourage each other to move forward.
Sometimes, new doctoral students ask me which part of the doctoral program I found to
be the hardest one. My answer to them is: “You know what?! I really enjoyed every minute of it,
so I doubt if there was any hard part at all!” Writing this dissertation, however, was the best part
of my doctoral program. Writing Chapter Two gave me the opportunity to dig into the literature
and learn a lot about the impacts of power structures on the U.S. educational system. Writing
Chapter Three and deciding about how to actually conduct the research was truly amazing, but
the most gratifying aspect of the work was analyzing the collected data to find the themes and
patterns. Writing Chapter Four was like trying to solve a puzzle; it was challenging but
enjoyable. However, I cannot express how proud I was when writing the last chapter. Presenting
my interpretations of the findings and sharing the concluding remarks with potential future
researchers made me feel I could do something that would hopefully expand knowledge in this
important field. I hope others enjoy reading this dissertation as much as I did writing it.
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Conclusion
Neoliberal educational policies serve to divide students into two groups: (a) academically
successful students, who are mostly the White privileged middle- to upper-class students, and (b)
academically adrift, who are mostly non-White lower middle- to lower-class students (Arum &
Roksa, 2011). Using CRT as the framework, this study aimed to see how immigrants deal with
the negative impacts of neoliberal policies when accomplishing their educational goals. Since
some scholars (e.g. Rao, 2008) believe that familiarity with the language and culture of the host
country plays a role in immigrants’ academic success, this study explored the impacts of
acculturation patterns and processes on immigrants’ success in higher education. Rather than
making generalizations, the aim was to provide an in-depth description of the impacts of
acculturation patterns on 1.25-generation immigrants’ success in higher education; therefore, a
qualitative method was used.
This study contains five chapters. The first chapter focused on the rationale of the study.
The second chapter reviewed the relevant literature. The third chapter detailed the methodology
of the research. Chapter Four described the findings of this study. The last chapter, Chapter Five,
provided a detailed discussion and interpretation of the findings. The participants’ answers
relevant to each research question were reviewed and discussed in detail. The emerging themes
and how they helped to answer the research questions were elaborated.
Regarding the first ancillary question that asked about 1.25-generation cultural changes
after immigration, the findings showed that individuals differ in terms of their acculturation
patterns; however, the majority of the participants of this study had moved towards an
integration type of acculturation. Also considered was that, while immigrants may feel they are
free to adopt or reject particular cultural values, norms, traditions, and beliefs, there are, as
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Chirkov (2009) states, various contextual factors that affect their decision-making, putting
limitations and constraints on their acculturation processes.
The second ancillary question asked about the impact of resisting cultural norms and
values on immigrants’ success in higher education. A review of the data revealed that, at least for
the participants of this study, resistance to adopting U.S. cultural norms did not have any major
effect on academic success. However, the participants’ resistance to adopting some cultural
values and norms was a conformist type of resistance. While some participants were motivated
by social justice, they did not have any critique of the status quo and continued operating within
the present conditions. The third ancillary question focused on the educational experiences of
male and female 1.25-generation immigrants. It was revealed that, even though the majority of
the participants described instances of gender difference both in education and the workforce,
they either denied the existence of gender discrimination or believed it was not “major.” The
participants’ answers regarding discrimination in the U.S. were discussed in detail.
Finally, the participants’ answers relevant to the main research question that asked about
the impacts of acculturation patterns on 1.25-generation immigrants’ success in higher education
were reviewed. It was revealed that while learning English is required to succeed in higher
education in an educational system that is based on English-only curriculum and instruction,
assimilating to the cultural values and norms of the host country is not a prerequisite for
academic success. The last sections of Chapter Five focused on the implications of this study and
suggestions for further research on the impacts of acculturation on immigrants’ success in higher
education.
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APPENDIX A: RESEARCH FLYER IN ENGLISH

INVITATION FOR PARTICIPATION IN A RESEARCH STUDY
The Impacts of Acculturation Patterns and Processes on Immigrants’ Success in Higher Education: A
Multiple Case Study of 1.25-Generation Third-Wave Iranian Immigrants to the United States
Are you interested in participating in a research study about Iranian immigrants?
Hi Iranian friends, My name is Fereshteh Rezaeian and I’m a Ph.D. student at UNLV-Department of Teaching and Learning. I’m in
the process of doing a research on the impacts of acculturation patterns and processes on immigrants’ success in higher education.
The purpose of this study for me, as the researcher, and Dr. Christine Clark, as the Principal Investigator of this study, is to explore
the ways that familiarity with the mainstream American culture might affect Iranian immigrants’ success in U.S. higher education.
There are not any harms or risks for participants in this research and if for any reasons, participants feel uncomfortable to answer
any questions or they want to leave the research at any time, they can avoid answering the questions and leave the study. Other
participants who meet the research criteria will substitute the withdrawn participants.
For this research, I’m looking for 12 Iranian immigrants who are between 25 to 40 years old, have a bachelor or higher degree from
a university in the United States, have immigrated after 1981, and have been between 13 and 17 years old at the time of arrival in
the United States. Participants will meet me (Fereshteh Rezaeian) in three sessions: (1) An introductory session, (b) an interview
session, and (c) a member-checking session. All the sessions will take place separately for each participant in a public place in San
Francisco Bay Area, CA, such as a study room in a public library, a community center, a restaurant, or a coffee shop where both the
researcher (Fereshteh Rezaeian) and the participant feel safe and convenient and the interviewee’s confidentiality is preserved, for
example, by being careful that the conversation between the interviewee and the researcher (Fereshteh Rezaeian) is not heard by
those who are around. In the introductory session, I (Fereshteh Rezaeian) will elaborate on the purpose of this research, my
connection to this study, and the processes of this research. You will also have the opportunity to ask any questions regarding this
research. At the end of the introductory session, if you decide to take part in this research, you’ll sign a consent form to give me
permission to audio record the interview session and to use the collected data for analysis, discussion, and possible publications. In
the interview session, you will be asked questions about your social and cultural networks as well as your educational experiences
in the United States. You will choose a pseudonym for yourself at the beginning of the interview. The audio-recorded data and a
“key” linking each participant to his or her interview data will be saved in a pass-word protected computer in the office of Dr.
Christine Clark, the Principal Investigator, and a pass-word protected computer in the office of the researcher (Fereshteh Rezaeian).
After 5 years, all the collected data will be destroyed permanently. In the member-checking session, which will take place no later
than four months after the interview session, I (Fereshteh Rezaeian) will talk about the findings of this research and will ask you to
provide feedback on the accuracy of the findings and the way your interview is described. Each participant will receive a total of
$35 for his or her participation time as follows: $5 for participating in the introductory session that will take 30-60 minutes, $20 for
participating in an interview that will take 1-2 hours ($10 per hour), and $10 for participating in a member-checking session that
will take 30-60 minutes ($5 per 30 minutes). Also, light snacks will be provided during the interview and you won’t pay any costs
of this research. There are probable benefits of the research for the individuals and the society. The findings of this research will
help the participants to understand the impacts of acculturation trajectories on their success in higher education. The findings may
also amplify the voices of U.S. immigrants in general, and Iranian immigrants in particular, regarding the barriers they face when
pursuing their educational goals. The findings of this research have also the potential to help educational policy makers to create
better-informed and more effective policies related to immigrants’ education.
If you think you have the above characteristics and you are interested to receive more information
about this research, please contact me (Fereshteh Rezaeian) at rezaeian@unlv.nevada.edu or
(702) 622-5017. For questions or concerns about the process of the study, you may contact either
me or the Principal Investigator of the study, Dr. Christine Clark, at chris.clark.unlv@me.com
or (702) 985-6979. For questions regarding the rights of research subjects, any complaints or
comments regarding the manner in which the study is being conducted contact the UNLV Office
of Research Integrity – Human Subjects at 702-895-2794, toll free at 877-895-2794 or via email at IRB@unlv.edu.
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Name:___________________________________________
E-mail:__________________________________________
Phone:___________________________________________
Sincerely,
Fereshteh Rezaeian

APPENDIX B: RESEARCH FLYER IN FARSI

دعوت برای شرکت در یک مطالعه تحقیقاتی
تاثیر تغییرات فرهنگی بر موفقیت مهاجرین در تحصیالت دانشگاهی :مورد ایرانیانی که بعد از سال  ۷۸۹۷و در سنین بین  ۷۱و  ۷۱سال به
آمریکا مهاجرت کرده اند

آیا عالقه دارید در یک تحقیق راجع به ایرانیان مهاجر شرکت کنید؟
سالم بر دوستان ایرانی .من فرشته رضائیان دانشجوی دکترا در دانشگاه نوادا ،الس وگاس  -دپارتمان تدریس و آموزش  -میباشم و در حال انجام یک تحقیق در
مورد تاثیر تغییرات فرهنگی بر موفقیت مهاجران در تحصیالت دانشگاهی هستم .هدف از این تحقیق برای من به عنوان یک پژوهشگر و برای دکتر کریستین
کالرک به عنوان مدیر تحقیق این است که بفهمیم که آشنایی با فرهنگ رایج در آمریکا چگونه میتواند بر روی موفقیت مهاجرین ایرانی در تحصیالت دانشگاهی
تاثیر بگذرد .شرکت در این تحقیق برای افراد هیچ گونه خطر یا ریسکی ندارد .شما میتوانید به هر سوالی که دوست ندارید جواب ندهید .همچنین هر زمانی که
بخواهید میتوانید از این تحقیق کناره گیری کنید .در این صورت ،افراد واجد شرایط دیگری که مایل به شرکت در این تحقیق باشند جایگزین شما خواهند شد
من برای این تحقیق به  ۷۲نفر ایرانی با این شرایط نیاز دارم )۷ :بین  ۲۲تا  ۰۴سال سنّ داشته باشند )۲ ،دارای مدرک لیسانس یا باالتر از یکی از دانشگاههای
آمریکا باشند )۱ ،بعد از سال  ۷۸۹۷به آمریکا مهاجرت کرده باشند و  )۰سنّ آنها در زمان مهاجرت به آمریکا بین  ۷۱تا  ۷۱سال بوده باشد .افراد عالقمند به
شرکت در این مطالعه تحقیقاتی با من در  ۱جلسه مالقات خواهند داشت )۷ :یک جلسه مقدماتی )۲ ،یک مصاحبه و  )۱یک جلسه پایانی .هم ٔه جلسات برای تک
تک افراد شرکت کننده در این تحقیق به طور جداگانه و در یک مکان عمومی مانند اتاق مطالعه یک کتابخانه عمومی یا یک مرکز تجمع ایرانیان یا یک رستوران
واقع در سان فرانسیسکو  -سن حوزه برگزار خواهد شد .جلسات مربوط به این تحقیق در محلی امن و راحت برگزار خواهد شد .در ضمن محل مصاحبه به شکلی
انتخاب خواهد شد که صحبتهای مصاحبه شونده و اینجانب (فرشته رضائیان) برای افرادی که در آنجا حضور دارند قابل شنود نباشد .در جلسه مقدماتی ،من راجع
به هدف این تحقیق ،ارتباط خودم با این تحقیق ،و نیز مراحل تحقیق توضیح خواهم داد .شما نیز این فرصت را خواهید داشت که اگر هر سوالی در رابطه با این
تحقیق دارید بپرسید .در پایان جلسه مقدماتی ،اگر تصمیم گرفتید که در این مطالعه تحقیقاتی شرکت کنید یک فرم رضایت نامه را امضا ٔ خواهید کرد که در آن به
من اجازه ضبط صوتی مصاحبه را داده و نیز اجازه میدهید که از اطالعات ضبط شده برای تجزیه ،تشریح و احتماال چاپ استفاده کنم .در جلسه مصاحبه ،از شما
در مورد ارتباطات اجتماعی و نیز تجربههای تحصیلیتان در آمریکا سوال خواهم کرد .شما برای خود یک اسم مستعار انتخاب خواهید کرد و کلیدی که نشان میدهد
کدام مصاحبه مربوط به کدام فرد است در دو کامپیوتر که داری رمز میباشد ضبط و نگهداری خواهد شد .یکی از این کامپیوترها در دفتر خانم دکتر کریستین
کالرک و یکی دیگر در دفتر من خواهد بود .کلیه مطالب ضبط شده بعد از  ۲سال به طور دائم از بین خواهد رفت .در جلسه پایانی که حد اکثر  ۰ماه بعد از
مصاحبه انجام خواهد شد من راجع به نتیجه تحقیق صحبت خواهم کرد و از شما خواهم خواست که نظر خود را در مورد درستی یا نادرستی مطالب و نحوه
انعکاس مطالب توسط من بیان کنید .هر شرکت کننده به طور کلی  ۱۲دالر برای شرکت در این تحقیق دریافت خواهد کرد که از این قرار میباشد ۲ :دالر برای
شرکت در جلسه مقدماتی که  ۱۴تا  ۰۴دقیقه طول خواهد کشید ۲۴ ،دالر برای شرکت در مصاحبه که  ۷تا  ۲ساعت طول خواهد کشید ( ۷۴دالر برای هر یک
ساعت) و همچنین  ۷۴دالر برای شرکت در جلسه پایانی که  ۱۴تا  ۰۴دقیقه طول خواهد کشید ( ۲دالر برای هر نیم ساعت) .همچنین عصرانه مختصری نیز
فراهم خواهد بود .به طور کلی شرکت در این تحقیق برای شما هیچ گونه هزینهای نخواهد داشت .این تحقیق هم برای شما و هم برای جامعه ایرانی مفید فایده
خواهد بود .این تحقیق نشان خواهد داد که آیا تغییرات فرهنگی ما ایرانیها پس از مهاجرت تاثیری بر موفقیت تحصیلیمان در دانشگاه میگذرد یا خیر .این تحقیق
همچنین باعث میشود که دیگران در جریان موانعی که احتماال بر سر راه ادامه تحصیل مهاجرین ،مخصوصا ً مهاجرین ایرانی ،وجود دارد قرار بگیرند .یافتههای
این تحقیق همچنین میتواند کمک کند تا سیاستهای صحیح و موثرتری در رابطه با تحصیل مهاجرین اعمال گردد
اگر واجد شرایط هستید و مایلید که در یک جلسه مقدماتی اطالعات بیشتری در مورد این تحقیق دریافت
کنید و یا اگر هر گونه سوالی در مورد این کار تحقیقی دارید لطفا با اینجانب (فرشته رضائیان) از
طریق ایمیل یا شماره تلفن زیر تماس حاصل فرمائید
rezaeian@unlv.nevada.edu or (702) 622-5017

نام و نام خانوادگی---------------------- :

همچنین میتوانید با مدیر تحقیق (دکتر کریستین کالرک) با ایمیل یا تلفن زیر تماس بگیرید
chris.clark.unlv@me.com or (702) 985-6979

ایمیل--------------------------------:

برای هر گونه سوال در مورد حق و حقوق شرکت کنندگان در تحقیق و یا طرح هر گونه شکایت در
مورد نحوه اجرای تحقیق میتوانید با آدرس زیر تماس حاصل فرمائید

تلفن  -در صورت تمایل-------------------:

UNLV Office of Research Integrity – Human Subjects at 702-895-2794, toll free at
877-895-2794 or IRB@unlv.edu

با سپاس فراوان ،فرشته رضائیان
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APPENDIX C: INFORMED CONSENT FORM

INFORMED CONSENT
Department of Teaching and Learning

TITLE OF STUDY: The Impacts of Acculturation Patterns and Processes on Immigrants'
Success in Higher Education: A Multiple Case Study of 1.25-Generation Third-Wave
Iranian Immigrants to the United States
INVESTIGATOR(S): Fereshteh Rezaeian and Dr. Christine Clark
For questions or concerns about the study, you may contact Fereshteh Rezaeian at (702) 6225017 or Dr. Christine Clark at (702) 985-6979. For questions regarding the rights of research
subjects, any complaints or comments regarding the manner in which the study is being
conducted, contact the UNLV Office of Research Integrity – Human Subjects at 702-8952794, toll free at 877-895-2794 or via email at IRB@unlv.edu

Purpose of the Study
You are invited to participate in a research study. The purpose of this study is to investigate how
fitting in affects immigrants’ success in higher education. In other words, the purpose of the
study is to see how adopting or rejecting mainstream American cultural norms might affect
immigrants’ success in higher education.
Participants
You are being asked to participate in the study because you fit these criteria:
(1)
(2)
(3)
(4)

You are a 25- to 40-year-old U.S. Iranian immigrant,
You have received a bachelor or higher degree from a U.S. university,
You have immigrated to the United States between the age of 13 and 17,
You have immigrated to the United States after 1981, i.e., the time of the outbreak of IranIraq war.

Procedures
If you volunteer to participate in this study, you will be asked to participate in an introductory
session, an interview session that will be audio recorded, and a member-checking session. All the
sessions will take place in a public space in a public space in San Francisco Bay Area, CA, such
as a study room of a public library, a community center, a restaurant, or a coffee shop that is
convenient and safe for you and the researcher (Fereshteh Rezaeian). The confidentiality will be
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preserved, for example, by being careful that the conversation between you and the researcher
(Fereshteh Rezaeian) is not heard by those who are around.
(1) The introductory session of the study will take 30 to 60 minutes. The researcher (Fereshteh
Rezaeian) talks about the purpose and the processes of the research and you will ask if you
have any questions regarding the research.
(2) The interview session will take 1 to 2 hours. You will be asked two sets of questions. The
first set of questions will ask you about your social networks and interactions while you are
at school, at home, or at work, if you are working. The second set of questions will ask you
about your educational achievements and barriers you might have faced when accomplishing
your educational goals.
(3) The member-checking session will take place no later than four months after the interview
session. It will take 30 to 60 minutes during which the researcher (Fereshteh Rezaeian) will
talk about the findings and implications of the study. Then, you will be asked to review the
way I have described your interview and will be invited to give me feedback on the accuracy
of how I have recorded your contributions.
Benefits of Participation
There may be direct benefits to you as a participant in this study. The findings may help you to
understand how immigrants’ adopting or rejecting cultural norms of the United States might
affect their success in higher education. The study may also amplify your voice regarding the
barriers you might have faced when accomplishing your educational goals.
Risks of Participation
There are risks involved in all research studies. This study may include only minimal risks, i.e.,
you may feel uncomfortable when answering some questions. However, you can decide not to
answer a question or withdraw from the research if you feel uncomfortable.
Cost /Compensation
There may not be financial cost to you to participate in this study. The study will take maximum
three hours of your time. You will be compensated for your time. In addition to snacks provided
during the interview, you will receive a total of $35 cash: $5 for your participation in a 30 to 60minute introductory session, $20 for your participation in a 1 to 2-hour interview ($10 per hour),
and $10 for your participation in a 30 to 60-minute member-checking session ($5 per 30
minutes). Compensation will be paid in cash at the end of each session. You will not be paying
for any costs related to this research.
Confidentiality
All information gathered in this study will be kept as confidential as possible. No reference will
be made in written or oral materials that could link you to this study. All records will be stored
in a locked facility at UNLV for 5 years after completion of the study. After the storage time the
information gathered will be permanently earased and deleted.
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Voluntary Participation
Your participation in this study is voluntary. You may refuse to participate in this study or in any
part of this study. You may withdraw at any time without prejudice to your relations with
UNLV. You are encouraged to ask questions about this study at the beginning or any time during
the research study. If you are interested to participate in this study, please read the following
page and confirm your interest in being part of the study by signing this consent form.
Participant Consent
I have read the above information and agree to participate in this study. I have been able to ask
questions about the research study. I am a 25 to 40-year old U.S. Iranian immigrant. A copy of
this form has been given to me.

__________________________________________

__________________

Signature of Participant

Date

__________________________________________
Participant Name (Please Print)

The interview will be audio-recorded. The audio-recorded data will be available to the principle
investigator, i.e., Dr. Christine Clark, and the researcher, i.e., Fereshteh Rezaeian. By signing this
section, you give permission to the researcher (Fereshteh Rezaeian) to collect the required data
by audio-recording the interview and use the collected data for further analysis, discussions, and
possible publications.
Audio Taping: I agree to be audio taped for the purpose of this research study.

________________
Signature of Participant

Date

Participant Name (Please Print)
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APPENDIX D: INTERVIEW PROTOCOL
Welcome! First of all, thank you for taking the time to participate in this interview. As I
mentioned in our introductory session, my name is Fereshteh Rezaeian and I am a doctoral
student at University of Nevada, Las Vegas. For my dissertation, I want to focus on the impacts
of cultural changes of U.S. Iranian immigrants on their success in higher education. This
interview aims to collect the required data. It will take between 1 to 2 hours and will be audiorecorded for further transcription, analysis, discussion, and possible publications.
Now, please introduce yourself; choose a pseudonym for yourself; and ask if you have any
questions or concerns about this research or the interview. Just as a reminder, you can choose to
not answer a particular question or withdraw from the research at any time; your withdrawal will
not cause any harm or consequences.

For the first section of the interview, I am going to ask you a series of questions that focus
on your social networks and interactions while you are at school, at home, or at work.
1. In what language do you speak with your grandparents, parents, siblings, friends, spouse,
and children (if applicable)?
2. What does your language mean to you? What does your culture mean to you?
3. In what language are the newspapers and magazines that you read, or the music that you
listen to?
4. If you listen to radio or watch TV, to what kind of station do you refer?
5. In what language do you pray (if applicable)?
6. In what language are the jokes that you are familiar with?
7. What is the ethnic background of the people that you would most like to date or consider
to be your closest friends?
8. What is the ethnic background of the people with whom you go to social functions, such
as, picnics, dances, or sports events?
9. What kinds of food do you eat?
10. What holidays do you celebrate?
11. With which cultural groups do you mostly identify yourself, Iranian culture or
mainstream American culture?
12. Of the various cultures with which you are familiar, which do you criticize the most?
13. Of the various cultures with which you are familiar, of which culture do you feel most
proud?
14. What is the ethnic background of the people that you admire the most (such as, friends,
relatives, teachers, doctors, movie stars, professional athletes) and why?
15. How do you feel about ethnic background and marriage? Would you want to marry (or
have you married) an Iranian, an American, or a person from other ethnicities?
16. If you had a choice, in what type of community would you want to live?
17. How do you feel about ethnic background and children’s names? Would you want your
children to have Iranian, American, or other ethnicities names?
18. If you have children (or plan to have them), which languages do you want your children
to be able to read, write, and speak?
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19. Of the various cultures with which you are familiar, with which culture do you feel most
comfortable? Which culture has had the most impact on your life? Please elaborate.

Now, I will ask you a series of questions that focuses on your educational experiences in the
United States.
1. Can you share your decision-making process to leave Iran?
2. What countries did you consider for immigration and why?
3. How successful have been in achieving your educational goals? Did you reach your
goals?
4. How do you think your familiarity or unfamiliarity with the culture of the mainstream
American culture might have affected your success (or lack thereof) in higher education?
5. How do you think your proficiency (or lack thereof) of English might have affected your
success (or lack thereof) in higher education?
6. What barriers (if any) did you face with while pursuing your education in the United
States? Did you face any discrimination in the educational settings? Please share your
experiences if you feel comfortable to do so.
7. What barriers (if any) had you encountered while pursuing your education in Iran?
8. How do you compare the educational system of the United States with that of Iran?
9. How do you think your adoption or resistance to adopt U.S. cultural values and norms
might have affected your success (or lack thereof) in higher education?
10. With which gender do you identify yourself and how do you think your gender might
have affected your success (or lack thereof) in higher education?
11. What do you like the most about the educational system of the United States?
12. What do you dislike the most about the educational system of the United States?
13. What do you like the most about the educational system of Iran?
14. What do you dislike the most about the educational system of Iran?
15. What is your tentative plan for the future?
Thank you so much for your time and cooperation. Your participation in this study was really
valuable. After analyzing the data, I will contact you to set a time for a member-checking session
in which you will learn about the findings and implications of the study. Then you will be asked
to provide feedback on the accuracy of the findings and the ways your contribution is recorded.
Meanwhile, you may contact me (rezaeian@unlv.nevada.edu or (702) 622-5017) if you have any
questions or concerns about this research.
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APPENDIX E: MENDOZA’S CLSI
Adopted from Mendoza (1989, p. 377)
DIMENSIONAL STRUCTURE OF THE CULTURAL LIFE STYLE INVENTORY
I.

INTRA-FAMILY LANGUAGE FACTOR
1. Language spoken with grandparents
2. Language spoken with father
3. Language spoken with mother
4. Language spoken with siblings
5. Language spoken with spouse
6. Language spoken with children
7. Language used in prayer

II.

EXTRA-FAMILY LANGUAGE FACTOR
1. Language spoken with friends
2. Language of newspapers and magazines read
3. Language of music listened to
4. Language of radio station listened to
5. Language of television programs watched
6. Language of jokes familiar with

III.

SOCIAL AFFILIATION AND ACTIVITIES FACTOR
1. Ethnicity of friendship ties
2. Ethnicity of dates
3. Ethnicity of people with whom subject attends social functions
4. Ethnicity of people subject wants most to be accepted by
5. Marriage partner preferences

IV.

CULTURAL FAMILIARITY AND ACTIVITIES FACTOR
1. Culture subject feels most familiar with
2. Culture subject feels most comfortable with
3. Ethnic holidays subject observes
4. Ethnic foods subject eats
5. Languages subject would teach/has taught his or her children

V.

CULTURAL IDENTIFICATION AND PRIDE FACTOR
1. Culture subject feels most proud of
2. Culture subject criticizes the most
3. Culture subject feels has had most positive impact on his/her life
4. Ethnic background of individuals subject admires the most
5. Ethnic composition of community subject would most want to live in
6. Ethnic names subject would use for his or her children
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APPENDIX F: AN EXAMPLE OF A MODIFIED CLSI
Adopted from Azinkhan (2013, pp. 101-105)
Instructions: Please read each question carefully and indicate your response to each item with a
check mark. Do not give more than one response to a question. Make your response the one
that most closely describes you at this time. Do not skip any item.
1. When you talk to your grandparents, in what language do you speak? (please check only
one answer)
a. Only or mostly Persian ___
b. Only or mostly English___
c. Both English and Persian about equally___
d. Other language (please specify)___
e. I do not have grandparents___
2. When you talk to your father, in what language do you speak? (please check only one
answer)
a. Only or mostly Persian ___
b. Only or mostly English___
c. Both English and Persian about equally___
d. Other language (please specify)___
e. I do not have a father___
3. When you talk to your mother, in what language do you speak? (please check only one
answer)
a. Only or mostly Persian ___
b. Only or mostly English___
c. Both English and Persian about equally___
d. Other language (please specify)___
e. I do not have a mother___
4. When you talk with your brothers and sisters, in what language do you speak? (please
check only one answer)
a. Only or mostly Persian ___
b. Only or mostly English___
c. Both English and Persian about equally___
d. Other language (please specify)___
e. I do not have brothers and sisters___
5. When you talk with your husband, in what language do you speak? (please check only
one answer)
a. Only or mostly Persian ___
b. Only or mostly English___
c. Both English and Persian about equally___
d. Other language (please specify)___
e. I do not have a husband___
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6. When you talk with your children, in what language do you speak? (please check only
one answer)
a. Only or mostly Persian ___
b. Only or mostly English___
c. Both English and Persian about equally___
d. Other language (please specify)___
e. I do not have children___
7. When you talk with your friends, in what language do you speak? (please check only one
answer)
a. Only or mostly Persian ___
b. Only or mostly English___
c. Both English and Persian about equally___
d. Other language (please specify)___
8. In what language are the newspapers and magazines that you read? (please check only
one answer)
a. All or most are written in Persian___
b. All or most are written in English___
c. Both English and Persian about equally___
d. Other language (please specify)___
e. I do not read newspapers or magazines___
9. What kind of music do you listen to? (please check only one answer)
a. All or mostly Persian music___
b. All or mostly American music___
c. Both American and Persian music about equally___
d. Music in other language (please specify)___
e. I do not listen to music___
10. When you listen to the radio, to what kind of station do you listen? (please check only
one answer)
a. All or mostly Persian language stations___
b. All or mostly English language stations___
c. Both English and Persian language stations about equally___
d. Stations in other language (please specify)___
e. I do not listen to the radio___
11. When you watch television, what kind of channel do you watch? (please check only one
answer)
a. All or mostly Persian language channels___
b. All or mostly English language channels___
c. Both English and Persian language channels about equally___
d. Channels in other language (please specify)___
e. I do not watch television___
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12. In what language do you pray? (please check only one answer)
a. All or mostly Persian language___
b. All or mostly English___
c. Both English and Persian language about equally___
d. Other language (please specify)___
e. I do not pray___
13. In what language are the jokes that you are familiar with? (please check only one
answer)
a. All or mostly Persian language___
b. All or mostly English___
c. Both English and Persian language about equally___
d. Other language (please specify)___
14. What is the ethnic background of the people that you consider to be your closest
friends? (please check only one answer)
a. All or mostly Persians___
b. All or mostly Americans___
c. About an equal number of Americans and Persians___
d. Other ethnic group (please specify)___
15. What is the ethnic background of the people that you have dated? (please check only
one answer)
a. All or mostly Persians___
b. All or mostly Americans___
c. About an equal number of Americans and Persians___
d. Other ethnic group (please specify)___
16. What is the ethnic background of the people that you would most like to be accepted by
(such as, friends, relatives, and teachers)? (please check only one answer)
a. All or mostly Persians___
b. All or mostly Americans___
c. About an equal number of Americans and Persians___
d. Other ethnic group (please specify)___
17. What is the ethnic background of the people with whom you go to social functions, such
as, picnics, dances, or sports events? (please check only one answer)
a. All or mostly Persians___
b. All or mostly Americans___
c. About an equal number of Americans and Persians___
d. Other ethnic group (please specify)___
18. What kinds of food do you eat? (please check only one answer)
a. All or mostly Persian food___
b. All or mostly American food___
c. Both Persian and American food about equally___
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d. Other ethnic food (please specify)___
19. What holidays do you celebrate? (please check only one answer)
a. All or mostly Persian holidays___
b. All or mostly American holidays___
c. About an equal number of American and Persian holidays___
d. Other ethnic holidays (please specify)___
20. Would you say that you are familiar with? (please check only one answer)
a. Only or mostly Persian culture___
b. Only or mostly American culture___
c. Both Persian culture and American culture about equally___
d. Other ethnic culture (please specify)___
21. Of the various cultures with which you are familiar, which do you criticize the most?
(please check only one answer)
a. Only or mostly Persian culture___
b. Only or mostly American culture___
c. Both Persian culture and American culture about equally___
d. Other ethnic culture (please specify)___
22. Of the various cultures with which you are familiar, of which culture do you feel most
proud? (please check only one answer)
a. Only or mostly Persian culture___
b. Only or mostly American culture___
c. Both Persian culture and American culture about equally___
d. Other ethnic culture (please specify)___
23. What is the ethnic background of the people that you admire the most (such as, friends,
relatives, teachers, doctors, movie stars, professional athletes)? (please check only one
answer)
a. All or mostly Persians___
b. All or mostly Americans___
c. About an equal number of Americans and Persians___
d. Other ethnic group (please specify)___
24. How do you feel about ethnic background and marriage? Would you want to marry (or
have you married)? (please check only one answer)
a. Definitely or probably a Persian___
b. Definitely or probably an American___
c. Either an American or a Persian (it would not matter to me)___
d. Other ethnic group (please specify)___
25. If you had a choice, in what type of community would you want to live? (please check
only one answer)
a. Definitely or probably a Persian community___
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b. Definitely or probably an American community___
c. Either an American or a Persian community (it would not matter to me)___
d. Other ethnic group community (please specify)___
26. How do you feel about ethnic background and children’s names? Would you want to
name (or have you named) your children? (please check only one answer)
a. Definitely or probably a Persian name___
b. Definitely or probably an American name___
c. Either an American or a Persian name (it would not matter to me)___
d. Other ethnic name (please specify)___
27. If you have children (or plan to have them), would you teach (or have you taught them)
them to read, write, and speak in? (please check only one answer)
a. All or mostly Persian language___
b. All or mostly English___
c. Both English and Persian language about equally___
d. Other language (please specify)___
28. Of the various cultures with which you are familiar, with which culture do you feel
most comfortable? (please check only one answer)
a. Only or mostly Persian culture___
b. Only or mostly American culture___
c. Both Persian culture and American culture about equally___
d. Other ethnic culture (please specify)___
29. Of the various cultures with which you are familiar, which has had the most positive
impact on your life? (please check only one answer)
a. Definitely or probably Persian culture___
b. Definitely or probably American culture___
c. Both Persian culture and American culture about equally___
d. Other ethnic culture (please specify)___
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APPENDIX G: INVITATION FOR MEMBER-CHECKING

Dear Iranian friends,
Thank you for your participation in the research interview. I would like to invite you for a
30 to 60-minute meeting in which I will talk about the findings and implications of this study.
Then, you will be invited to provide feedback on the accuracy of the findings as well as on how
your contribution is recorded.
You may choose the same public place where we have already met for the purpose of the
introductory and interview sessions, or any other public space within the San Francisco Bay Area
such as, a study room in a public library, a community center, a restaurant, or a coffee shop that
is safe and convenient for both of us. I will pay for a small snack, coffee, or water; you will not
pay for any cost related to this research. Please reply to this e-mail and confirm the time and
location of our meeting. Your participation is voluntary and you may decide to withdraw this
research at any time. If you have any questions regarding this meeting, you can contact me at
rezaeian@unlv.nevada.edu or (702) 622-5017.
Sincerely,

Fereshteh Rezaeian

235

APPENDIX H: IRB APPROVAL
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APPENDIX I: REZAEIAN’S DISCRIMINATION SCALE
Please circle the number that describes your feeling, thought, or experience the best.
0 = Good
1 = Acceptable
2 = Poor
3 = Very bad
4 = Unacceptable
1. How do you rank this country in terms of treating people with
0 1 2
disabilities?
2. How do you rank this country in terms of treating women?
0 1 2
3. How do you rank this country in terms of treating children (age under
0 1 2
12)?
4. How do you rank this country in terms of treating the youth (age
0 1 2
between 13 and 18)?
5. How do you rank this country in terms of treating adult citizens?
0 1 2
6. How do you rank this country in terms of treating refugees?
0 1 2
7. How do you rank this country in terms of treating immigrants?
0 1 2
8. How do you rank this country in terms of treating minority racial
0 1 2
groups?
9. How do you rank this country in terms of treating foreign tourists?
0 1 2
10. How do you rank this country in terms of treating people who critique 0 1 2
the system?
11. How do you rank this country in terms of having free press?
0 1 2
12. How do you rank this country in terms of human rights?
0 1 2
13. How do you rank this country in terms of democratic ways to equally 0 1 2
distribute power among all citizens?
14. How do you rank this country in terms of providing citizens with
0 1 2
equal opportunities for education?
15. How do you rank this country in terms of providing non-citizens with 0 1 2
educational opportunities?
16. How do you rank this country in terms of providing free health care
0 1 2
for all?
17. How do you rank this country in terms of providing free education for 0 1 2
all?
18. How do you rank this country in terms of providing free higher
0 1 2
education for all?
19. How do you rank this country in terms of providing free public
0 1 2
services such as transportation, etc.?
20. How do you rank this country in terms of giving victims of
0 1 2
discrimination the opportunity to gain their rights?
21. How do you rank this country in terms of democratic elections?
0 1 2
22. How do you rank this country in terms of advocating democracy?
0 1 2
23. How do you rank this country in terms of freedom of speech?
0 1 2
24. How do you rank this country in terms of freedom of religion?
0 1 2
25. How do you rank this country in terms of freedom of thought?
0 1 2
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3 4
3 4
3 4
3 4
3
3
3
3

4
4
4
4

3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3
3
3
3
3

4
4
4
4
4
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